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PURPOSE AND PROCEDURES

The Law Enforcement Assistance Administration (LEAA), the agency charged

with implementing federal crime control programs, decided in the spring of

1975 to seek information which would help them decide on a course of action

to reduce violence in schools. Staff discussions between LEAA and Research

for Better Schools (RBS) resulted in the decision to initiate a planning ef-

fort that would provide a basis from which LEAA could launch a federal assis-

tance program. From the outset, the four assumptions listed below influenced

the direction of this project:

Problems of violence and disruption in schools are widespread.

There is sufficient interest and concern about the problem to
justify a national effort.

Any program adopted should be responsive to the needs of school
people.

Any program adopted should be economical in view of current
LEAA resources.

The central purpose of this project was to provide an information base

which LEAA can use in planning assistance programs designed to help school

personnel cope more effectively with the problem of violence in their schools.

The specific study objectives are listed below.

To establish a working relationship between LEAA and the edu-
cational community;

To provide an information base that LEAA can use for planning
purposes; and

To recommend a course of action that LEAA can initiate to
provide support for reducing violence in schools.
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To achieve the objectives outlined above, the Research for Better

Schools (RBS) staff developed a number of different strategies and ac-

tivities designed to capitalize on the expertise existing within the ed-

ucational community. Figure 1 provides an overview of the activities re-

lated to specific project objectives.

To achieve the first objective detailed above, RBS formed an Advisory

Committee to enable key executives from various major educational associ-

ations to meet with LEAA staff and RBS staff to exchange ideas on how this

planning effort should be conducted. In addition, RBS involved LEAA staff

in a series of working conferences which included parents, students, teach-

ers, principals, superintendents, and security directors in discussions

about the nature and extent of the problem and the kinds of assistance

educators need.

To provide an information base which LEAA can use for planning pur-

poses, the RBS staff organized their efforts into four tasks:

The first task was to determine the nature and extent of the
problem of school violence. To obtain this information, project
staff conducted a review of currently available literature on
the problem. Information providing additional insight into
the problem was gathered in the three working conferences as
well as in our telephone survey of educators involved in pro-
grams designed to reduce the problem. Chapter 2 reports our
findings.

- The second task was to determine what efforts are being under-
taken in schools to reduce school violence. To obtain this in-
formation, project staff conducted a telephone survey of edu-
cators involvedin projects or activities designed to amelior-
ate the problem. Additional information on such activities
was gathered in our literature search and at the working con-
ferences. Chapter 3 reports our findings.

10
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- The third task was to determine what kinds of help schools
need. To obtain this information, project staff conducted a
series of working conferences with educators to determine how
they defined the problem, learn what approaches they used to
attack the problem, and determine what kinds of assistance
educators need. Further suggestions on the kinds of help edu-
cators need were collected in our literature search and tele-
phone survey. Chapter 4 reports our findings.

The fourth task was to determine how other federal programs
help schools to solve specific problems. To obtain this infor-
mation, project staff conducted a review of six federal assis-
tance programs and interviewed a small number of U.S. Office
of Education staff. Chapter 5 reports our findings.

Finally, in order to reconnend a program which LEAA could initiate,

project staff drew on all of the information gathered in the literature

search, the telephone survey, the working conferences, and the review of

federal assistance programs. Chapter 6 presents the results of this ef-

fort--a recommended program which we feel meets the criteria implicit in

the assumptions upon which this planning effort was based.

12
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PROJECT PROCEDURES

As indicated in Figure 1, five basic procedures were followed in the

course of this study. These information-gathering activities included

(1) our work with members of the Advisory Board who provided direction for

the study, (2) an extensive literature search to compile a reference library

on the subject of school violence, (3) a telephone survey to collect informa-

tion on programs designed to reduce school violence, (4) a series of three

working conferences in cities across the country where various interested
te,

members of the educational community supplied extensive assistance, and

(5) a review of the experience of several federal programs in providing

assistance to schools. Each of these activities is discussed below in more

detail.

Advisory Committee

The RBS project staff invited some of the educational organizations

most closely involved in the problem of school violence to name a key execu-

tive to serve on an Advisory Committee. Early in the project, Advisory

Committee members attended two meetings and were asked (1) to review our

plans, schedules, and instruments to verify that the most important ques-

tions were being addressed in this project and (2) to offer suggestions with

regard to people who should be interviewed, programs which should be exa-

mined, and studies which should be analyzed. Later in the project, the

Advisory Committee (1) reviewed the summary information collected during

other project activities and (2) critiqued the options for a recommended

program which RBS staff had developed on the basis of their reading of

13
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this information. The Advisory Committee also maintained both telephone

and letter contact throughout the project and critiqued this report before

our final revisions were made.

Literature Searches

From our literature searches, a library has been assembled which con-

tains approximately 300 publications on the nature of the problem of school

violence and other related topics. This collection is organized according

to the following three content areas:

Nature and Extent of the Problem. This category includes pub-
lications documenting the need for programs to reduce school
violence, research studies dealing with the incidence and
causes of crime in schools, congressional testimony, journal
articles, and newspaper clippings.

Current Activities in Schools. This category includes descrip-
tions ot programs used by-ual schools and/or districts in
their attempts to reduce school violence. These program de-
scriptions are intended to provide information that will help
school personnel to select and implement programs appropriate
to their situations.

Federal Assistance Programs. This category includes information
gathered during our investigation of federal funding strategies.
It includes program descriptions, regulations, criteria, progress
reports, and evaluation data.

Our literature searches involved the use of automated information re-

trieval systems to search data bases covering education, criminal justice,

psychology, and government sponsored research reports. The Bibliography pro-

vides a list of potential sources of current information and experience re-

lated to the problem.* Continuing library research was employed, as needed,

*Appendix A contains the Bibliography developed.
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to verify and supplement the data being fed into the information base from

various other sources.

Telephone Survey

RBS staff conducted a telephone survey of current activities for

reducing school violence by contacting school practitioners. We used a

referral strategy to identify individuals experienced in developing pro-

grams to reduce violence in schools. Refeiral sources included Advisory

Committee members, RBS personnel, LEAA personnel, and school practition-

ers who had worked with RBS. Additional referrals were obtained by asking

the practitioners surveyed to refer RBS staff to other practitioners. RB$

staff also contacted some people mentioned in various periodicals and spe-

cial reports.

More than three hundred educators were contacted by telephone and in-

terviewed on the problem of violence in their schools and their efforts

to solve it Also, a number of personal interviews were conducted with

project leaders in order to gain first-hand knowledge of current programs

that seem to be effective.

The survey covered all regions of the United States including large,

small, and medium-sized districts, as well as urban, rural, and suburban

communities. The information gathered in the telephone interviews and

the supporting materials provided by the people interviewed were used in

preparing over 130 program descriptions. Each description includes the

purpose of the approach selected, the strategy employed, day-to-day activi-
.
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ties, evaluative data, and demographic information. The program informa-

tion file contains approximately 500 pages of descriptive materials plus

supporting documents.

Working Conferences

Three working conferences were conducted to obtain information and

recommendations from members of the educational community on the problem

of violence in schools, The conferences were held in cities in the East

Coast, West Coast, and Central regions of the country to achieve broad

geographic representation. Using telephone survey contacts as a starting

point, RBS staff collected the names of teachers, parents, counselors,

youth services professionals, state education department officials, and

others who are knowledgeable about the problem. Conference participants

were selected from this pool of names. In addition, students from schools

in and around the three host cities were invited to participate. More than

100 people representing every section of the educational community partici-

pated in these three conferences.*

Participants in each conference were assigned to small working groups

led by RBS staff. Each group included people who are concerned with the

problem and who have taken the initiative from the perspective of their

specific roles within the educational community. These small groups worked

through a series of structured activities designed to elicit their percep-

tions on the nature of the problem, their knowledge of programs being cell-

*Appendix B contains information on participant distribution by
type of educator and geographic representation, together with lists of the
actual participants.
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ducted to reduce school violence, their assessment of the kinds of assis-

tance school systems need to solve the problem, and their recommendations

on the kinds of assistance LEAA might provide.*

Review of Funding Approaches

To obtain information on alternative funding approaches being used

by the federal government to assist schools, project staff used a process

which enabled us to focus on a small number of approaches for indepth re-

view.

First, staff scanned abstracts of federal assistance programs and

noted any programs designed to help schools solve specific problems. For

such programs, RBS staff obtained copies of both program announcements

and guidelines. These documents were analyzed, and six programs adminis-

tered by the U.S. Office of Education were identified for further review.**

This review began with calls to federal offices to request copies of re-

ports, evaluations, and testimony. Staff read these materials and then

interviewed federal program staff. These interviews were valuable since

they provided insights into the difficulties involved in following any

specific funding approach and into the conflicting interests which affect

any program designed to achieve specific goals.

In summary, a number of project activities were condUcted to develop

an information base on the nature of the problem, current activities in

*Appendix B contains the agenda, materials used in the sessions,
and the questionnaire distributed at the end of the sessions.

* *Copies of U.S.O.E. program suwaries for these six programs are
provided in Appendix C.
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schools, the kinds of assistance schools need, and the experience of fed-

eral agencies in supplying assistance to schools. The information gathered

was used to design a recommended program to help schools cope with the

problem of violence. This report discusses project findings and sets forth

the recomended program.
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NATURE AND EXTENT OF THE PRnswi

The purpose of this analysis is to provide an information base on the

nature of the problem of violence in our schools. In order to achieve this

purpose, data were collected by RBS from educators, students, and others in-
.

volved with the problem through a telephone survey and a series of working

conferences. In addition, RBS staff ewamined discussions of the problem

found in documents in the literature, for example, in research reports, news-

paper and magazine articles, position papers from educational associations,

and documents related to legislative activities.

In this chapter, our findings on the problem are reported in four sec-

tions: Definition of the Problem, Extent of the Problem, Costs Associated

with School Violence, and Perceived Importance of the Problem.

20
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DEFINITION OP 111E PROBLEM

An initial objective of the project was to define the dimensions of

the problem of school violence. What is school violence? flow do school

personnel define the term? What kinds of incidents fall within its scope?

School violence is an ambiguous term which can be defined in a number

of different ways. At one extreme, school violence can be defined broadly

to encompass any incident that seriously disrupts the learning of students

in any public or private school. At the other extreme, the term can be

defined narrowly to include only crimes against persons which occur in pub-

lic elementary schools. The way the term is defined obviously affects both

the way people perceive the problem and the evidence they use to demonstrate

the magnitude of the problem.

A preliminary definition of the term school violence was prepared at

the outset of the project. School was defined as referring to any public

elementary or secondary school and including the interior of the building,

adjacent school grounds, school buses, and traffic corridors to and from the

school. Violence was defined to include both offenses against persons (i.e.,

criminal homicide, forcible rape, robbery, and assault) and offenses against.

property (i.e., burglary,'Jarceny, arson, and vandalism).

Later, as the literature search and the telephone survey revealed that

school people were defining violence in much broader terms, the scope of our

preliminary definition was expanded to include any event that significantly

disrupts the education of students. This definition includes not only crimes

against persons and property but also events such as rioting and fighting,

21
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physical confrontations between students and staff, the presence of unruly

and unauthorized nonschool persons on school property, and significant fear

of violence within the school itself. At this point, we began to use the

term school violence and disruption in recognition of the expanded defini-

tion of the problem.

The three working conferences provided an opportunity to further define

the kinds of problems which might be included under the term school violence

and disruption. The 102 participants at these conferences were asked to re-

view a list of problems prepared by the RBS staff, add new problems, and/or

delete or modify any of the problems listed. The following problems were

presented to conference participants:

Attacks in Schools. Assaults, rapes, and murders of students
or staff-on school premises are increasing.

Weapons. Mbre weapons (e.g., guns, knives) are being carried
to school.

Gangs. Gang violence has become well established in schools.

Intruders. Outsiders (including dropouts, truants from other
schools, and unemployed youth) terrorize students and vandalize
school property.

Intergroup Clashes. Confrontations among racial, social, and
ethnic groups 1 -, disrupted the educational process.

Vandalism. Wanton destruction of facilities, equipment, and
student projects is prevalent.

Fear of Violence. A climate of fear is pervasive in schools.

The participants generally agreed that this list incorporates the major

problems of violence and disruption encountered in schools. A sizable num-

ber of the pqrticipants, however, believed that drugs should be added to the

22



-16-

list since a number of incidents of violence and disruption seem to stem

from drug problems. A few participants also argued for the inclusion of

other problems such as arson and bombing, burglary and theft, alcohol, ex-

tortion, false alarms, graffiti, insubordination and verbal abuse, and pros-

titution.

These comments led us to accept a broad definition of the problem of

school violence. School violence and disruption was defined for the pur-

poses of this study as including any event that significantly disrupts the

education of students in public elementary and secondary schools. The major

problems that fall within this definition are: vandalism, personal assault,

gangs and intergroup clashes, fear of violence, intruders, and weapons.

23
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EXTENT OF THE PROBLEM

This definition provided a structure for our attempts to collect infor-

mation on the extent of the problem of violence and disruption in the public

schools. Thzo different approaches were used to study the extent of the

problem. First, efforts were made to understand the extent or magnitude of

the problem as perceived by the participants in our working conferences.

Second, we examined the literature to determine the extent of the problem

on a national scale.

Conference Results

The 102 conference participants were asked to indicate their personal

experience with the seven major problems that fall within the scope of our

definition. The results are provided in Table 1.

Table 1

Experience with School Violence and Disruption
Reported by Conference Participants

Number of Participants
Type of Violent Incident Reporting Experience*

Vandalism -- Wanton destruction of facili-
ties, equipment, and student projects.

WeaponsGins, knives, etc., carried in
school.

92

63

. Personal AttacksAssaults; rapes, and $3
murders on school premises.

IntrudersOutsiders terrorize students 78
and vandalize school property.

Fear of Violence - -A climate of fear exists 77
in schools.

Clashes--Confrontations among ra- 76
!1174 social, and ethnic groups.

GangsGang violence in and around schools. 60

oon 102
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Conference participants obviously have had extensive experience with

the various problems of school violence and disruption. Vandalism prob-

lems were experienced by 92 participants--roughly 92 percent of the total

group of 102 participants. Weapons and personal attacks were reported by

83 percent of the total group. Intruders, fear of violence, and group

clashes were mentioned by about 77 percent of the group. Gang experiences

were reported by 60 percent. In short, the vast majority of the partici-

pants have had direct experience with all types of incidents of school vio-

lence and disruption.

It is important to recognize the characteristics of the members of this

group in interpreting these data. Conference participants represent a

group of people in the field who are deeply concerned with.the problem of

violence and who have had considerable experience with a wide range of

problems of violence in the schools. Consequently, these data clearly in-

dicate that serious problems of violence exist in some schools. In order

to determine the extent to which these problems are experienced in schools

throughout the country, RBS turned to the literature.

Results of Literature Search

Recent hearings conducted by both the Senate Subcommittee to Investi-

gate Juvenile Deliqnuency and the House Subcommittee on Elementary, Secon-

day, and Vocational Education have provided a great deal of evidence on

the magnitude of the school violence problem. Testimony of teachers, stu-

dents, administrators, and school security officials from large and small

communities, from urban, suburban and rural districts, indicates that a wide
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range of violent acts are taking place with increasing frequency and that

the cost in educational and financial terms is exceedingly high.

General Trends

Several attempts to collect information on the extent of violence and

disruption in public schools have been stimulated by these hearings and

other expressions of national interest in the problem. In 1970, the Senate

Subcommittee on Juvenile Delinquency surveyed 110 urban school districts

to gather information on a number of crimes against persons and property.

The results showed sharp increases in most categories. Table 2 shows these

increases in percentage figures for the period 1964-1968.

Table 2

Increase in Crime in 110 Urban School Districts, 1964-1968

Category 1964 1968

iercen-age
Increase

Homicide 15 26 73

Forcible Rape 51 81 61

Robbery 396 1,508 376

Aggravated Assault , .

Nrglary, Larceny
475

7,604

680
14,102

43
85

Weapons Offenses 419 1,089 136

Narcotics 73 854 1,069

Drunkenness 370 1,035 179

Crimes by Nonstudents 142 3,894 2,600

Vandalism Incidents 186,184 250,549 35

Assault on Teachers 25 1,081 7,100

Assault on Students 1,601 4,267 167

Other, 4,796 8,824 84

Source: Senate Subcomnittee on Juvenile Delinquency Survey, 1970, reported
in J. M. Tien, Crime/Environment Targets.
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The Senate Subcommittee also sent out questionnaires in 1973 to the

superintendents of 757 public school districts with enrollments greater than

10,000 pupils. Responses from 516 districts provided some data on trends in

the school incidence of homicide, rape, robbery, assault on students, assault

on teacherS, burglary, drug and alcohol offenses, and weapons possession from

1970 to 1973 (see Table 3). These data corroborate other evidence that

school violence is increasing.

11

Table 3

Percentage Increase in Crime in
516 School Districts, 1970-1973

Category
Percentage
Increase

Homicide 18.5

Rape and Attempted Rape 40.1

Robbery 36.7

Assault on Students 85.3

Assault on Teachers 77.4

Burglary of School Buildings 11.8

Drug and Alcohol Offenses on School Property 37.5

Weapons Confiscated 54.4

Source: Our Nation's Schools..., Preliminary Report of the Senate Sub-
committee to Investigate Juvenile Delinquency, 1975.
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Specific Problems

In the literature search, our emphasis was on an analysis of each of

the specific problems that fall within the scope of our definition of school

violence and disruption.

Assault, defined as the inflicting of bodily injury by one person on

another person, constitutes one of the most serious forms of violence in

schools. Assault is also one of the most difficult problems to document.

Serious deficiencies in school reporting practices and the reluctance

of victims to report assaults are two explanations for the lack of accurate

records on assaults. Student victims may fear retaliation if they report

a fellow student. Teachers often fail to report assaults because they might

be blamed by parents or school administrators for failing to maintain disci-.

pline or for somehow provoking the attack. Principals also have reasons for

not reporting such incidents since they do not wish to alarm parents and

other citizens or to jeopardize the reputation of the school. While exact

figures are not available, some trends can be estimated from existing data

and from interviews at the working conferences with students, teachers, ad-

ministrators, and security directors.

In a 1964 survey by the National Education Association (NEA), 14.7 per-

cent of the teachers surveyed reported that a teacher had been physically

assaulted in their schools. A similar survey in 1973 showed that this figure

had increased to 37 percent. In school districts with enrollments over

25,000, almost 50 percent of the teachers responding were aware of specific
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assaults on teachers in their schools. The current NPA estimate of the num-

ber of assaults on teachers is approximately 70,000 per year.
1

Teachers claim that school administrators are not facing up to the probe

ai.zd:'Slehool security is becoming an issue in contract negotiations be-

tii-::teathers' organizations and school boards. According to Albert Shanker,

Pres14ht. of the United Federation of Teachers, there were 474 assaults on

(!.,:lchers and other professional staff members in New York City schools dur-

in;:;the first five months of the 1974-1975 school year.
2

Frank Sullivan,
\ .

.Pesident of the Philadelphia Federation of Teachers, maintains that at least

thfee of the city's 13,000 teachers are assaulted each school day. He also.

.

,,,COhtends, however, that few of these assaults are reported.
3

The attackers
. -

'aiiellide parents and intruders as well as students.

The problem of assault is not confined to large cities. Peter Blauvelt,

. of School Security in suburban Prince George's County, Maryland, esti-

Ma±es!that 100 teachers in that district are assaulted each year. He re-

pofted a 62 percent increase over the previous year in the number of assaults

on teachers in the period July 1974 to March 1975. In the same period,

there was a 34 percent increase in the number of assaults on students.
4

Students are often considered the principal victims of school violence.

The data relating to physical assaults on students, however, are even less

reliable than other assault data. This lack of data is not only due to the

problem of unreported incidents but also to the problem of determining

which specific incidents can be correctly classified as assault and which

would be more accurately termed harassment, disorderly conduct, or reckless

endangerment. In effect, no standard measure is available to determine
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what constitutes an assault as the term is used in the literature on school

violence.

Nonetheless, some national data indicate a sharp upward trend in stu-

dent assaults. A survey of school personnel conducted by the Senate Subcom-

mittee to Investigate Juvenile Delinquency requested comparative data for

the school years 1970-1971, 1971-1972, and 1972-1973. The information sup-

plied by the 516 school districts that responded to the questionnaire showed

an 85.3 percent increase in assaults on students and a 77.4 percent increase

in assaults on teacher's between 1970 and 1973.

Fear of violence appears to have two detrimental effects on schools:

(1) it impedes the educational process, and (2) it may initiate a vicious

cycle which leads to more violence. For example, students, teachers, and

administrators often fail to report incidents of violence because they fear

retaliation. As a result, the violence goes unchecked and continues to grow.

To cite another example, fear often causes students and teachers to arm them-

selves against perceived danger with the result that more and more people

are carrying guns, knives, and other weapons into school buildings. In

this way, fear of violence itself may become a major cause of violence.

Very little statistical evidence related to the fear of violence in

schools is available, however, the results of a research project sponsored

by LEAA provide some insight into the problem. Temple University is cur-

rently studying fear of crime aspart of a longitudinal investigation into

delinquency and city life. The findings show that about one-quarter of the
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595 black male students who were interviewed felt that the halls and rooms

of the local public school building were dangerous. Approximately half of

the students questioned were fearful of streets leading to and from school as

well as the school yard. The mothers of these students were also questioned

about their fear for their children. The findings indicate that 55 percent

of the mothers experience a high degree of fear of their child being assault-

ed at school.
6

The degree of fear reported in this study does not in any way represent

the national situation; it does, however, illustrate the extent of the prob-

lem in some large urban areas. .

Gang violence has both an indirect and a direct effect on schools, al-

though traditionally schools have been viewed as neutral territory or places

where gang activity would not take place. Some school officials claim that

this tradition is still honored. Nonetheless, they point out that gang ac-

tivity in the area of the school has the indirect effect of intimidating

staff and students. Thus, when gangs are fighting one another, school atten-

dance drops and those students who do attend school are more concerned about

personal safety than about education.

Other school officials contend that more direct gang activity is taking

place in schools than is generally acknowledged. Los Angeles Associate

. Superintendent Jerry Halverson, in his testimony before a Senate Subcommittee,

expressed it this way:

The school site provides a natural base for operations including
recruitment, meetings for planning and information sharing, and
criminal acts upon peers. The effects of gangs on the education-
al process at the secondary school level are not quantitatively
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measurable, but it is safe to conclude that staff and students
arc intimidated to an alarming degree by; -the presence and ac-
tions of gang members on and around campuses in some parts of
the District.7

The public perception of gang violence seems to be similar to that of

..Superintendent Halverson. In a nationwide Gallup Poll on public attitudes

toward education conducted in 1974, 60 percent of the respondents answering

aquestion on gang problems in schools felt "student gangs that disrupt the..

''SChool and other students" constituted either a very serious or a moderately

serious problem in their local public schools. Among high school juniors

and seniors questioned in the same survey, 54 percent ranked gangs as either

a very serious or a moderately serious problem in their schools. 8

LEAA recently funded a study for the purpose of collecting current in-

=:.formation about gangs through interviews with numerous people who are direct-

ly involved with gang activities. The preliminary findings of this study

indicate that the nature of gang activity has changed considerably since the

1960's. The motives of "gain and control" now seem to be playing a larger

role in gang activity. Thus, more gang activity is directed toward intimi-

dating witnesses, undermining school policies, and dominating public facili-

ties. This trend is evident in the kinds of activities purportedly occur-

ring in and around schools in major gang-affected cities across the nation.

For example:

Gang members have transferred some activities which had previous-
ly ,been conducted in the community to the formerly neutral terri-
tory of the school (e.g., gang fights and extortion).

Gang members use violence and threats of violence to discourage
teachers from reporting their illegal activities to school author-
ities.
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Gang members collect protection money from students for the
privilege of not being assaulted by gang members while in
school.

Gang members are reported to be using schools to recruit mem-
bers with--in some instances--the complicity of school authori-
ties.

Gangs are responsible for extensive vandalism of school facili-
ties and destruction of buildings through arson.9

Weapons are widespread in our society and in our schools. The statis-

tics on weapons offenses involving juveniles as reported in the Uniform

Crime Reports provide evidence that a considerable number of school age

children have access to deadly weapons.
10

Firearms and other weapons are present in schools in far greater numbers

than in years past. The Senate Subcommittee to Investigate ilivenile Delin-

quency reports a 54 percent increase between 1970 and 1973 in the number of

weapons confiscated in schools.
11

This national average does not highlight

the situation in large urban schools which is even more alarming. Los

Angeles, for example, reports a total of 220 firearms incidents in 1973- ].974

compared to 94 the previous year. Incidents involving knives and other weap-

ons increased from 73 to 187.
12

Intruders are defined as persons who are not authorized to be on school

property. Very often they are school dropouts, truants from other schools,

or pupils who have been suspended or expelled. They may also be un'rnployed

youth, former students, or gang members. Schools that are located in areas

where there is a high incidence of street crime are especially vulnerable

to intrusion by adult criminals.
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Intruders account for a large proportion of school crime according to

some school officials. During 1973-1974, the Office- of School Security in

New York City reported that intruders were responsible for 1,020 incidents

or 23.2 percent of all incidents in the schools. Although trespassing ac-

counted for half of the 1,020 incidents, the remaining 509 intruder incidents

included 267 assaults -]6 percent of all reported assaults; 115 robberies-

60.5 percent of.all reported robberies; and 26 sex offenses--50.2 percent of

all reported sex offenses.
13

At present there is no way to determine the extent of intruder involve-

ment in school crime throughout the country. If the New York City data on

intruders are representative, however, the effective exclusion of unauthor-

ized persons from school property would greatly reduce the incidence of vio-

lence in schools.

Vandalism is defined in the literature as the willful or malicious de-

struction, injury, disfigurement, or defacement of property. This defini-

tion encompasses everything from arson to window-breaking, including graffiti.

The importance of school vandalism lies in thefact that it is the most com-

mon form of disruption; it is costly, thus placing additional strains on al

ready tight school budgets; it often disrupts the instructional program;

and--if the problem persists--it tends to demoralize everyone connected with

the school. Just how widespread the vandalism problem is can he determined

from the results of the following national surveys.

In 1970, Education U.S.A. surveyed 44 school districts in 24 states and

the Districtof Columbia. School personnel from urban, rural, and suburban
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districts reported that they were stepping up programs to improve school se-

curity. About 60 percent of the school officials responding to the survey

reported that vandalism had increased in their schools.
14

The latest annual School Security Survey conducted by School Product

News offers additional evidence of the scope of tfie problem. Survey find

°ings (Table 4) show that the proportion of small districts experiencing dam-

age due to vandalism is almost as great as the proportion of large districts

8

experiencing such damage.

Table 4

Percentage of Districts Reporting Damage by
Type of Damage and Size of District

District
Enrollment

Fire
Damage

Property
Destruction

Glass
Breakage

Equipment
Theft

25,000 + 64.4% 82.2% 95.6% 95.6%

10,000 24,999 42.2 80.0 98.9 88.9

5,000 9,999 19.2 79.2 94.6 76.9

2,500 4,999 12.9 75.5 92.9 73.7

Ml Districts 24.7% 77.9% 94.7% 79.4%

Source: School Security Survey. School Product News, June 1975.

School Security Survey findings also show that the Proportion of rural

districts experiencing vandalism is almost as great as the proportion of ur-

ban districts experiencing such damage (Table 5).

3
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*Table 5

Percentage of Districts Reporting Damage by
Type of Damage and Type of District

Type of Fire Property Glass Equipment
District Damage Destruction Breakage Theft

Urban 33.3% 81.3% 96.9% 86.5%

Suburban 25.2 77.7 96.2 81.5

Rural 12.0 72.8 92.4 71.7

Combination* 28.6 81.0 88.9 71.4

All Districts 24.7% 77.9% 94.7% 79.4%

Source: School Security Survey. School Product News, June 1975.

*Urban/suburban, suburban/rural.

Arson is the least common form of vandalism, but it is a serious prob-

lem. A report from the National Fire Protection Association (NFPA) indicates

that there is a continual upward trend in the percentage of school fires

started by incendiarism. In 1971, the NFPA estimated that incendiarism was

a factor in 76.1 percent of the 20,500 school fires reported. 15

Fortunately, most schools do not have to cope with the severe losses

caused by fire--only a fourth of the districts surveyed by School Product

News reported fire damage. Some districts, however, experience.numerous

fires during a single school year. For example, between July 1, 1974 and

October 31, 1974, seven major fires were deliberately set in the schools of

Prince George's County, Maryland.
16 41.

In the opinion of many educators, all of these problems are present to

some degree in many schools throughout the nation, although large urban

. 3.6
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tr7
schools are those most seriously affected. Dr. Paul B. Salmon, Executive

Director of the American Association'of School Administrators, commented on0.1

:-J the problem with these words: "The difference between inner city and sub-

urban schools is merely of degree, not of kind.617 The American School

Board Journal noted in a special issue on school violence that "few school.

officials feel either safe or smug about school violence, even if they are

located in high class suburbs...or in isolated rural areas."18 The Executive

Secretary of the National Association of Secondary School Principals described

the "frightening growth of the problem in a large suburban high school locat-

ed in the State of Illinois." This institution, which he claimed would be

on anyone's list of best 100 high schools in the nation, had experienced

sharp increases in larceny, vandalism, fighting, and locker break-ins during

the last few years.
19

The following account from a national news magazine illustrates the

problem in a small rural. connunity:

Stereos, tools and athletic equipment disappeared from the prem-
ises in wholesale lots until school officials finally discovered
that the thieves were six of their own star athletes. Next, a
car belonging to the track coach was stolen, flipped over, and
set afire by students still unknown. Then, a social-science
teacher was shot at twice in as many weeks. A chemistry teach-
er was assaulted in a school hallway by a student he had never
taught. A 15-year-old girl attacked the basketball coach with
a butcher knife, wounding him severely on his hands. Current
school statistics indicate that one girl a week turns out to
be pregnant. And drug abuse has reached epidemic proportions.

The scene of all these incidents- is Northwest Community
High School in House Springs, a placid hamlet (population:
400) in the hills of southern Missouri.20

In .summary, the purpose of this analysts was to determine the extent

or magnitude of the problem of violence and disruption in schools. In a
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series of conferences, a group of 102 educators reported that the problem

of violence in some schools was seriously affecting their ability to func-

tion as educational institutions. A review of the literature suggests that

many schools in the country are experiencing some forms of violence and dis-

ruption and the problem seems to be increasing at an alarming rate.

38
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COSTS ASSOCIATED Will 1 SO1001, V101,INCE

Two kinds of expenses are generally associated with the problem of

school violence and disruption: (1) costs incurred by schools for repair

and replacement of property and (2) the monies expended for security per-

sonnel and equipment. Unfortunately, there is no accurate account of such

costs on a national level. Judgments about the magnitude of costs result-

ing from vandalism and violence must be based on a few surveys and on the

records of individual school districts where they are available. Even this

information does not lend itself to comparison:since schools change their

accounting procedures and organizations that conduct studies do not collect

comparable data.

An overall estimate of the cost of the problem is provided in a study

by Market Data Retrieval, Inc., which estimated that the total cost to

schools across the country in 1972-1973 amounted to $500 million or $10.87

per student. TWo hundred and sixty million dollars or $5.65 per pupil was

attributed to vandalism losses, and $240 million or $5.22 per pupil was for

security support services. It might be noted that schools spent approximate-

ly the same amount of money on textbooks that year.
21

Property Loss

A School Security Survey was initiated by School Product News in 1970

to determine the cost of vandalism in school districts with enrollments of

5,000 or more students. The first survey revealed that damages from vandal-

ism cost an average of $55,000 for each school district participating in the

study. By the end of the 1973 school year, the average cost per district

had risen to $63,031.22
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In order to make the results more representative of the nation's schools, -

the survey was later expanded to include districts with enrollments from

2,500 to 4,999. Forty-four percent of the 561 districts responding had en-

rollments within that range. With those districts included, the average

cost of vandalism per district is $38,226; the cost ,per pupil is $3.48.

When this enrollment group is excluded from the tally, as it was in previous

years, the 1974 per district cost is $62,991.23

The results of these surveys show a direct correlation between the size

of the school district and the per pupil cost of losses due to fire damage,

property destruction, glass breakage, and equipment theft. Districts with

an enrollment of 2,500 to 4,999 averaged $1.45 per pupil. The cost increased

with size of district to $5.22 for districts with enrollments greater than

25,000 students (see Table 6).

Table 6

Per Pupil Costs of Vandalism by Size of District

Average
District Per Pupil
Fnrollment Costs

25,000 +

10,000 24,999

5,000 9,999

2,500 4,999

$5.22

3.18

1.69

1.47

All Districts $3.48

Source: School Security Survey. School
Product News, June 1975.
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In these surveys, a correlation was also found between type of community

and per pupil costs (see Table 7).

Table 7

Per Pupil Costs of Vandalism by Type of District

Type of
District

Average
Per Pupil
Costs

Urban $3.55

Suburban 2.77

Rural .76

Combination* 6.55

All Districts $3.48

Source: School Security Survey. School
Product News, June 1975.

*Urban/suburban, suburban/rural

Further evidence of the costof the problem in large urban school dis-

tricts can be found in the testimony of a representative of the Los Angeles

schools that total losses for the 1973-1974 school year exceeded $3,000,000

and that total losses for 1974-1975 were expected to be even hieer. 24

Security Measures

One measure of the increasing need for security can be found in the

growing number of school security personnel. One witness recently told a

House Subcommittee that the number of nommiformed, school-employed security

personnel grew from approximately 25 in 1965 to more than 15,000 in 1975.25
0

In 1970, New York City had a 170 member school security force at a cost of
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$500,000. One million dollars was set aside in 1970 to increase the force

to 382.
26

By the spring of 1975, there were approximately 2,400 guards and

security aides assigned to New York City schools. Similarly, the Prince

George's County school system has increased its force of investigators from

7 in 1972 to 42 in 1975 and the Chief of Security would like to add another

15 people to the force.27

The results of the 1975 School Security Survey indicate that a majority

of districts with an enrollment of more than 5,000 students employ security

guards. Moreover, almost 45 percent of all school districts responding

used security guards at an average cost of $37,581 per district.28

In the large urban and suburban districts, security costs have reached

incredible levels. In 1974-1975, New York City spent $8 million of school

district funds and $7 million of federal CETA* funds on security.29 Los

Angeles in the same year budgeted $3.5 million of school district funds for

its security section. In addition, Los Angeles received $1.5 million in

federal CETA funds and spent an additional $2 million on the installation of

intrusion alarms.
30

These few examples of the cost of school violence and disruption in

large urban areas represent the upper limits of expenditures for security

purposes. These figures also call attention, however, to.the magnitude of

the problem in some situations and show what large sums of money are being

diverted from educational programs.

*Compreliens i ye nnployment Training Act.

42



-36-

The cost of school violence and disruption in educational terms may be

higher in the long run than the financial costs--and more important--yet

these costs are impossible to estimate. how does one calculate the cost of

education lost by children due to violence or the cost to society when the

educational process is severely disrupted? These factors are critical con-

siderations in tallying up the ultimate cost of school violence and disrup-

tion.
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PERCEIVED IMPORrANCE OF IIIIi PROBLEM

Schools are currently faced by a number of serious problems including,

for example, integration problems, lack of financial support, failure to

teach basic skills, and declining respect for education. The foregoing dis-

cussion suggests that school violence and disruption is also considered a

serious problem in some quarters. The purpose of this analysis is to examine

the importance of the problem as perceived by school personnel and the pub-

lic at large.

Data on this issue were collected by RBS in the telephone survey and

the working conferences. These data were supplemented by information col-

lected in other studies and reported in the literature.

RBS Findings

Participants in the three regional working conferences and school per-

sonnel interviewed in the telephone survey were asked to rate the importance

of school violence and disruption in relation to all other problems facing

schools today. The results are summarized in Table 8.

-
Table 8

Ranking of the Importance of School Violence Problems
By Participants in Telephone Survey and Working Conferences

Ranking Telephone Suryey iturIing Conference*

1st 6 13

Top 3 43 28

Tops 24 7

Top 10 13 3

Not a Concern 7 0

Total limber of Respondents 93 SI

*post-conference questionnaire

4 4
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These results indicate that these respondents view school violence and

disruption as a very important problem. In the telephone survey, about 79

percent of the respondents ranked violence among the top five problems faced

by schools. In the working conferences, about 80 percent of the participants

responding to a post-conference questionnaire ranked violence as one of the

top three problems currently faced by schools. Again, it is important to re-

call that this sample represents the views of a group of people who are deep-

ly involved in problems of school violence.

Results of Literature Search

A major survey of public attitudes toward education has been conducted

by the Gallup organization annually since 1969. Each year respondents were

asked to rank the major problems confronting the public schools. In six of

the last seven years, "lack of discipline" (which is frequently mentioned as

a factor which contributes to school violence) headed the list. Also, in the

1975 Gallup poll, the number of people mentioning the related problems of

crime, vandalism, and stealing was so large that for the first time that
-41

problem area was reported as one of the top ten problems facing schools.

In the 1974 Gallup poll, some special questions were included on the

problem of stealing as one reflection of the impressions of the public on

the matter of crime within schools. Forty percent of the respondents who

answered the question on stealing reported that the problem occurs a great

deal in their local public schools; forty -one percent said that some steal-

ing occurred, while only 18 percent estimated that very little stealing goes

on in their schools.
32
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Another indication that the general public perceives school violence

as an important problem is the priority given to the topic by. the National.

Congress of Parents and Teachers (PTA). The President of that organization

told a Senate subcomaittee that school violence and vandalism has been selec-

ted as a priority concern by the governing board of the seven million member

National PTA.
33

A representative of the National Committee for Citizens in

Education also testified on the importance of the problem.
34

School personnel also assign a high priority to the problem. Each year

the National Association of Secondary School Principals (NASSP) polls its

35,000 members on a number of issues in school administration and curriculum.

In the 1974 poll, secondary school principals throughout the nation reported

that student vandalism, violence, and defiance were among five problems

which are of rising frequency and concern to them. Owen Kiernan, the

Executive Secretary of the NASSP, told a Congressional subcommittee:

Violence and vandalism have moved, just in one decade, from being
an ancillary and occasional problem in the life of the secondary
school principal to a position of oppressive and everpresent domi-
nance.35

Members of the largest teachers' organization in the U.S., the National

Education Association (NEA), echo the feelings of NASSP members. In June

of 1975, the President of NEA testified:

Information available to the National Education Association in-
dicates a greater public awareness and concern about school vio-
lence and disruption than at any time during the past several
years.36

The Vice President of the American Federation of Teachers (AFT), which

represents teachers in many of the nation's largest cities, told a House

4
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education subcommittee that "the classroom is no longer a safe refuge for

youth from th2 violent crime that permeates adult society. "37 One A171' affil-

iate, New York's United Federation of Teachers, considered the situation ser-

ious enough to warrant publication of a brochure for its members, "Security

in the Schools: Tips for Guarding the Safety of Teachers and Students,"

which can be viewed as a basic survival manual for urban teachers.
38

Further evidence of the importance attached to the problem by educators

and the general public is found in the amount of attention that has been

given to the issue by state and federal legislative bodies over the past

five or six years. The Education Commission of the States reports that

about 100 proposals related to student control as well as school safety and

security were considered by legislative bodies in 1973 and 1974. Numerous

legislative hearings have been held, studies have been conducted, and reports

have been issued.
39

Two Congressional committees have considered bills related to safe

schools, crime, and violence. The House General Subcommittee on Education

first held hearings on the Safe Schools Act in the fall of 1971, but no fur-

ther action was taken during the 92nd Congress. The bill was reintroduced

in the 93rd Congress with over 20 co-sponsors. Hearings were again held, but

no report was issued on the'legislation. In the 94th Congress the Subcommit-

tee is again conducting hearings on-the problem.

In the meantime, the Senate Subcommittee to Investigate Juvenile Delin-

quency has been conducting hearings on the proposed. Juvenile Delinquency in

the Schools Act of 1975, which was introduced as an amendment to the Juvenile
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Justice Act. To date, the only legislation that has been enacted as a re-

sult of House and Senate actions is the Safe Schools Study Act calling for

a full and complete investigation of crime in the schools.
40
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SUMMARY AND IMPLICATIONS

In this chapter, we have tried to define the problem of school violence

and disruption and indicate the extent of this problem in the nation's

schools. We have also examined the cost of the problem--in both financial

and educational terms -as well as the perceptions of the problem of both

educators and members of the general public.

Information on the problem of violencein our schools was gathered

in an analysis of the literature supplemented by data collected in a series

of working conferences and a telephone survey. We found that:

e A serious problem of violence and disruption was found in many
schools throughout the country.

The cost of the problem appears to be quite high in both finan-
cial and educational terms.

Educators and members of the public at large generally rank vio-
lence and disruption among the top problems in education today.

Educators prefer a broad definition of the problem to include
not only incidents of violence but also cases of major disruption
in schools.

In view of the findings detailed above, it is fair to conclude that school

violence and disruption is a serious and costly national problem. A problem

of this magnitude warrants a national. effort.
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CURRENT ACTIVITIES IN SCHOOLS

The purpose of this part of the study was to provide a base of infor-

mation about the range of current activities designed to reduce violence and

disruption-in schools. Our search for information on program activities

focused on three questions:

What is the scope of existing programs?

e How effective are these programs?

What are their funding sources?

The telephone survey was used to collect data on each of these questions; in

turn, these data were supplemented by personal interviews, literature reviews,

and small group discussions in the working conferences. This chapter pre-

sents our findings with reference to each question and an analysis of the

nature of these program activities.
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SCOPE OF EXISTING PROGRAMS

The principal objectives of the telephone survey of educators (de-

scribed in Chapter 1) were to determine: (1) the extent to which schools

are taking steps to address the problem of violence and disruption and (2)

the nature of these activities.

In conducting this telephone survey, we deliberately searched for pro-

grams in all geographical areas of the country and in all kinds of communi-

ties. No effort was made, however, to insure representative sampling of

different areas and different kinds of communities. Since these data are

not based on representative sampling, it is inappropriate to draw conclu-

sions about the actual number of programs in any particular area or in dif-

ferent types of communities.

Our findings clearly indicate that educators in all sections of the

country and in all kinds of communities are taking steps to address the

problem of violence. To be more specific, as a result of telephone inter-

views with more than 300 educators, we were able to identify and describe

137 programs.

We have reason to believe that these programs represent only a small

sample of a much larger population of school violence programs. Well over

137 programs were identified in our survey, but many were not cataloged and

described due to time and resource limitations, Los Angeles, for example,

has more than 40 programs to combat school violence but descriptions were

prepared for only two of those programs.

Table 1 indicates the distribution of programs by region of the country.

A number of programs were found in every region of the country and at least
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one program was located in every state in the nation, including the District

of Columbia.

Table 1

Distribution of 137 Programs- by Region of the Nation

1fieak uta-Tzt -7-O-FtlaeastbumberThrorthcentral South West Total
Connecticut
Maine

Illinois
Indiana

Alabama
Arkansas

Alaska
Arizona Norof

Massachusetts Iowa Delaware California Programs
New Hampshire Kansas District of Colorado
New Jersey Michigan Columbia Hawaii
New York Minnesota Florida Idaho
Pennsylvania Missouri Georgia Montana
Rhode Island Nebraska Kentucky Nevada
Vermont North Dakota Louisiana New Mexico

Ohio Maryland Oregon
South Dakota Mississippi Utah
Wisconsin North Carolina Washington

Oklahomi Wyoming
South Carolina
Tennessee
Texas
Virginia
West Virginia

39 28 37 33 137

*LEAA Regional Classification

Table 2 shows the distribution of these programs by type of conununity,

socio-economic status of the conununity, and level of implementation of the

program. Most of the programs described were found in urban areas (80). A

significant number of the programs described were located in suburban commun-

ities (42). Relatively few of the programs identified were locked in rural

communities (15). These data indicate that programs exist in all types of

communities.
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Table 2

Distribution of 137 Programs by Urban, Suburban and Rural Community;
Socio-Economic Status; and Level of Implementation

Type'
of
Community

Urban Suburban Rural

80 42 15

Middle LowSocio-Economic
Status of
Community*

High

5 84 48

Level
of
Implementation

District Building Classroom

86 51 0

*Community in this instance is the community served by the program. If a
program serves an entire school district, the socio-economic status reflects
that entire district community. Socio-economic statistics are assessments
provided by the telephone survey respondents.

With reference to socio- economic status (SES), a few programs were

located in high SES areas (5), the majority in middle SES communities (84),

and a sizable number in low SES areas (48). Programs to reduce violence

exist in communities at all socio-economic levels.

With reference to level of implementation, most of.the programs (86)

are district-wide which is defined as encompassing two or more of the

school buildings in the district. A number of programs (51) are limited to

a single building in the district. We were unable to identify any programs

which are confined to a single classroom.

The distribution of programs by size of school district is provided in

the upper half of Table 3 which shows the number and percentage of programs
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located in districts of varying sizes. Although we did not locate any

programs in school districts with enrollments of fewer than 1,000 students,

this fact should not be interpreted to mean that programs to reduce school'

violence do not exist in small districts. Instead, it reflects the fact

that our survey strategy did not reach districts of that size. A significant

number of programs was found in districts with enrollments of all other

sizes.

Table 3

Distribution of. Programs by School District Size

District Size (Nimber of Students)

Up to
1,000

1,001 to
10,000

10,001 to
25,000

25,001
or more Base.

Number of
Programs 0 26 32 79

137 Pro-
grams

Percentage of
Programs 0 18.9 23.4 57.7

137 Pro-
grams

Percentage of
All Public
School

*

Dis-
tricts

56.0 39.6 3.3

.

1.1

16,338 Pub-
lic School
Districts

Percentage of
All Public
School Stu-
dents* 6.8 45.5 18.2 29.4

44,984,957
Public
School Stu-
dents

*Source: U.S. Department of Health, Education, and Welfare, National Center
for Education Statistics, Education Directory 1973-1974.
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'lice lower half of Table 3 includes information on the percentages of

the national population of school districts represented by districts of

varying sizes and the percentages of the total population of students en-

rolled in those districts. About 56 percent of all public school districts

in the country have fewer than 1,000 students enrolled, but these districts

account for only about 7 percent of the total number of public school stu-

dents in the country. These data reinforce the point that our survey strat-

egy does not reflect the national distribution of school districts or stu-

dents in those districts.

After locating programs in all kinds of communities in all sections of

the country, we sought to classify the programs by type. Working inductive-

ly from the descriptions which we prepared for 137 programs, we found that

most of the programs would fall into one of four major categories: security

systems, counseling services, curricular/instructional programs, or organiza-

tional. modifications. Examples of programs in each of these four major cate-

gories arc provided below:

o Security Systems. One group of programs was focused on the de-
velopment of security systems to protect staff and students from
outsiders, to protect staff and students from violence within
the school, and to protect the physical facilities from vandal-
ism, burglary, and arson. 'These systems tend to encompass a
broad range of approaches', as illustrated by the following exam-
ples:

1. A safety corridor provides access to school on one protected
street for all students.

2. Mims of students (one black and one white) with leadership
qualities patrol the halls during their free time.

3. After school hours, trained college students in a security
center monitor signals from various crime-detection devices
located in 25 schools.
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4. Police assigned. to patrol schools arc given office space
where they can counsel students referred to them.

5. At night, aA(-9 unit is used to reduce burglaries and vandal-
ism.

6. After a murder, a security plan was implemented featuring
1.1). cards, teachers on hall duty, bright lighting, a fence,
police, and an electronic monitoring system for weapons
search. Free periods and smoking areas were eliminated.

7. An intrusion alarm system was installed to reduce vandalism
and burglary after school hours.

8. A personal alarm system is used to protect school staff and
students.

o Counseling Services. Another group of programs were used to
intensify services students in trouble. These programs fre-
quently coordinate school counseling services with those pro-
vided by other community agencies to youths and their families,
as illustrated by the following examples:

1. Weekly group counseling with gang members is followed up by
individual counseling.

2. A counseling center tries to return children to school in-
stead of having them stand trial for minor offenses by co-
ordinating help from various agencies for students.

3. Disruptive students are sent from class to a trained coun-
selor for a cooling-off period.and to clarify their prob-
lems.

4. Street workers seek out students with problems and counsel
them wherever they are found.

5. For a ten-week period, fifteen children discuss their lives,
drugs, parents, and peers with a trained counselor.

o Curricular/Instructional Programs. Another group of programs
were used to -help students in trouble acquire critical skills
in specialized curricular or instructional programs (e.g., basic
reading and mathematics skills, personal management skills, con-
flict resolution skills). Some schools also developed general
courses on law and law enforcement to make sure that students
understand the potential consequences of violent or disruptive
behavior. Here are five examples:
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1. A training program helps teachers encourage students to
accept responsibility for their personal actions.

2. Students arc trained in security careers and given
on-the-job experience within the school district.

3. Mini-courses, featuring a wide variety of topics selected
by students arc used instead of study halls in order to
increase student interest and reduce disruption.

4. High school students are taught topics in criminal law
andtake field trips to meet people working in the
criminal justice system.

5. An internship program at a university trains teachers
who specialize in teaching basic skills while using
crisis intervention techniques to help students keep
out of trouble.

c Organizational Modifications. Finally, another group of pro-
grams are designed to modify the structure of education in a
classroom or school to make it more responsive, or at minimum
to provide special educational programs for disruptive students.
Examples of this type of program are illustrated below.

1. To reduce racial tension, a school was divided into five
independent communities.

2. A non-graded alternative school was developed which
stressed basic career education, and parental
invorvement.

3. Students in trouble may sign contracts to have their
privileges returned if they fulfill the terms of the
contract over a period of time.

4. After three years of disturbances, a school instituted
a review board to give students an opportunity to appeal
disciplinary actions.
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Table 4 shows the distribution by program focus of the 137 programs

described. Examples of all four types of programs are provided in Appendix

B.

r
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Table 4

Distribution of 137 Programs by Progi'am Focus

Type of Program Number of Programs

Security Systems

Counseling Services

Curricular/Instructional
Programs

Organizational Modifications

Other

23

30

36

39

9

Total Pro. ran; 137
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PROMAM ITIlrFIVENESS

In addition to identifying and describing programs designed to reduce

school violence, this study also undertook to gather information on the

effectiveness of those programs. This. was done by means of the telephone

survey. :Is part of the interview, we asked three questions:

c Did the respondent perceive the program as effective?

o What evidence was this perception based upon?

o What factors contributed most to program success or failure?

Table- 5 shows the opinions of respondents about the results of their

programs. In response to the first question, 129 of the 137 respondents

stated that their programs are having an impact. Only two programs were

considered not helpful. One of these programs provided drug information to

students, yet drug usage rose. The other program educated parents in socio-

logical concepts, but little evidence of success was observed.

Table 5

Opinions of Respondents on Program Fffectiveness

Opinion Number

Helpful 129

Not Helpful 2

Results Mixed 1

Irregular Implementation I.

Proposed Activities (No Results) 4

Total

60
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Ihe respondents offered various types of evidence to support their op-

timistie assessments of program results. Planned evaluation studies were

actually conducted for only 40 of the 137 programs. The evidence provided

on the effectiveness of the other 97 programs can be grouped into three

main categories--attitudinal change, reduction of criminal acts, and reduc-

tion of educational disruption. Some examples of the types of evidence sup-

plied are:

Attitudinal Change

Student attitude toward self
Student attitude toward school
Student attitude toward police
General fear and tension reduced

Reduction of Criminal Acts

-4 Number of arrests
Number of rearrests
Number of personal assaults
Number of mass disturbances
Drug usage rate

rr, Neighborhood crime rate

Reduction of Educational Disruption

Number of suspensions
Attendance
Recidivism rates
Cost of vandalism .

Number of discipline referrals
Achievement test scores
Graduation rate

Table 6 lists the factors identified by respondents as having contrib-

uted to program success. While these success factors relate to different
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kinds of programs, it is clear that the cooperative efforts of the people

involved were identified as critical in nearly every instance.

-Table 6

Important Factors Affecting Success

Factor Number

Relationship between Student and 11
Counselor

Cooperation of Students 13

Cooperation of Counselors 21

Cooperation of Outside Agencies 17

Cooperation of Other School Staff 11

Pre-Service Training of Counselors 8

Public Relations with Community 6

Parent Support/Involvement 6

"Quality" of Counselors 5

Proper Selection of Clients 2

Effective Leadership 2

Program-Specific Component (e.g.,
turn on alarm system before going
home)

21

Other 4

Undetermined 10

Total 137*

*The 137 factors identified above relate to
122 programs. Some respondents mentioned
more than one success factor, while others
were unable to identify specific factors
in the success of their programs.
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FUNDING SOURCES

In order to ascertain how program activities are being funded, we

asked respondents to identify past and present funding sources for their

programs. Table 7 shows the distribution of funding sources for the 137

programs.

Table 7

Funding Sources for 137 Programs

Source Number

Local Sources 79

Federal Sources 20

State Sources 13

County Sources 1

Mixed Governmental Levels 20

Sub-total 133

Proposed Activities (Not Yet Funded) 4

Total Programs 137

Our findings show that local sources are the dominant funders of acti-

vities identified in the survey; however, we found local funding quite com-

plex. Funds often flow from various local sources to the schools through

the school district's central office. Moreover, some programs operate with-

out the infusion of additional funds but with the services of community

agencies, private agencies, city governments, and additional support from

the school district. For example, a police department may supply officers

to speak to students in schools or provide additional police cars during
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school opening and closing hours. Salaries for people working on school

programs may be paid by other local governmental agencies, while office

space, materials, and equipment may be supplied by the school district.

Federal agencies were the second largest source of funds. The most

frequently cited federal source of funding for activities designed to reduce

school violence and disruption was HEW (10). The Department of Justice

(represented by LEAA) was next (6), and the Department of Labor was cited

as funding some programs (4).

State funds ranked third and generally were supplied by state depart-

ments of education. State departments of justice were mentioned a few times,

and two respondents indicated that the state legislature provided funds.

The one county source of program funding was located in the State of Washing-

ton.

Twenty activities were funded by more than one level of government.

The pattern most frequently mentioned involved a combination of federal and

local funds (10). A federal, state, and local pattel (7) or a state and

local pattern (3) accounted for the other programs receiving funds from

multiple sources.

We also found 15 instances where funding responsibility had shifted

from one governmental level to another. Twelve of these shifts were from

federal funding to school district funding. Though the RHS study did not

attempt to determine the effects on programs of changes in the funding

source or discover how many programs were discontinued when funding was

withdrawn, these factors are important to consider in the formulation of

U.AA policy.
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PROMAM ANALYSTS

All of these programs represent efforts to solVe problems of violence

and disruption in operational school situations. These programs have dif-

ferent objectives and different strategies arc used to meet those objectives.

In addition, the activities in each program seem to be tailored to the unique

needs and conditions of a particular school situation.

The literature contains some insights into the nature and meaning of

these programs. Bailey's study of urban public secondary schools, for ex-

ample, was designed to investigate the causes of school disruption and to

identify strategies that appear to be successful in mitigating the worst of

such problems.
1

He argues that the causes of disruption are found not only

in schools but also in the wider pattern of social conflict in our society.

Thus, violence in society contributes to the problem in schools and vice

versa. The result is a circular continuum of causes which are so much a part

of the fabric of American life that there is little hope for a simple solu-

tion. Concluding that school disruption will continue for some time to come

(at least in urban high schools), he proposes strategies which respond to the

problem on three different levels:

1. Changing and modifying school practices which tend to contribute
to the problem;

2. Implementing tactical expedients that seem to soften the most
disruptive manifestations of unrest; and

3. Developing longer-range cooling stategies that give promise of
getting at some of the basic causes of current problems.

Although our categories are not organized along these dimensions, strat-

egies related to each of Bailey's levels have been identified. The programs
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we have described tend to employ the .first two strategies although some of

the instructional programs and counseling service programs involve long-

range strategies.

Wenk's concept of the problem calls for the basic reform or redesign

of the public school system. 2
He believes that schocls are contributing to

social decay by failing to assure that all students have an opportunity to

develop into responsible citizens. To achieve the goal of responsible cit-

izenship for all, he sets forth a continuum of five distinct strategies for

school programs:

o Primary Action. Primary action provides an a priori quality model
for education and human services designed to enhance the lives of
students.

Primary Prevention. This strategy focuses early on children in need
without identifying individuals as "delinquency-prone." Help is
provided in response to needs without specific reference to delin-
quency prevention even though program priorities may be based on
knowledge of the relationship between needs and various social con-
sequences.

o Prevention. This level of intervention directly addresses individual
children who are identified as in danger of becoming members of a
deviant group. At this stage, individuals or groups are identified
and "targeted" as they are diagnostically declared delinquency-prone.

Treatment or Sanctions. Efforts at this level are directed toward
the overt manifestations of a degree of maladjustment that has become
sufficiently intolerable to invoke a response from official school or
community authorities and that may lead to involvement in the crim-
inal justice system.

Rehabilitation and Correction. This strategy is used for the adjudi-
cated delinquent returned to the coMmunity on probation or parole.

A number of programs located in this study reflect one or more of the.

strategies outlined by Wenk. The comprehensive and integrated approach to

the problem which is implied by his continuum, however, is not evident in

63



. -60-

any single program or in the entire collection considered as a whole. A

piecemeal approach to the problem may be a basic weakness in existing pro-

grams designed to solve the school violence problem.

Nowlis' work in drug prevention and treatment suggests another way of

viewing the problem.
3

She identifies four types of models for drug programs:

the moral-legal model, the disease or public health model, the psycho-social

model, and the sociocultural model. She contends that each model represents

a different point of view regarding the nature of the problem and the kinds

of programs which have some potential for solving the problem. At the risk

of seriously distorting Nowlis' concepts, we translated these models into a

school violence context:

o -Moral - egal Wel. In-this model, school violence is -viewed in-moral
or legalistic terms. The violent act is the central concern in this
conception and emphasis is placed on controlling incidents of violence
in schools. Programs based upon this point of view tend to use secu-
rity measures and law enforcement techniques. The programs classified
in our survey as security systems tend to exemplify this point of
view.

o Disease or Public Health Model. In this model, school violence is
viewed-CI-I preventive health terms. Here, the violent act is also the
central concern. Students are viewed as more or less susceptible to
violent behavior and attempts are made to "vaccinate" them by measures
such as prevention-oriented education programs. Our curricular and
instructional programs category contains some examples of this kind of
program approach.

Psycho-Social Model. School violence is viewed mainly in psychologi-
cal terms in this model. The student is the central focus in this
model and the emphasis is on treating the underlying psycho-social
causes of violent behavior. Efforts are made to help students who
exhibit violent behavior to understand the function and meaning of
their behavior and to develop techniques for correcting it. The pro-
grams in our counseling services category typify this approach.

o Sociocultural Model. Here, school violence is viewed within a larger
sociocultural context. The student in relation to his sociocultural
context is the central concern and the emphasis is on modifying the
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environment to reduce violent behavior. School programs are designed
to improve the sociocultural context by major adjustments to the
physical surroundings, the curricular structure, and the scheduling
or grouping of students. This approach is best exemplified by the-
programs in our. organizational modifications category although a few
programs in each of the other three categories also reflect this
orientation.

Other examples of structures for cataloging problems (or programs to

solve problems) were found in studies conducted by Westinghouse Electric ,

Company, Schafer and Polk, and Brodsky and Knudten.4

Still another approach to understanding the nature of the problem and

the kinds of programs designed to solve the problem was generated in the

present study. Our view focuseson the interrelated nature of the problems

of violence and disruption in schools. This point of view was expressed fre-

quently by educators who described their programs in the telephone survey

. and in the working conferences. Figure 1 indicates the wide range of school

and nonschool factors which educators believe contribute to the problem.

School Factors Non-School Factors

Building Size
Class Size
Dreariness of School Building
Educators Unwilling to Acknowledge Problems
Expectations of the Schools
Failure of Administrators to Report Crimes
Forced Attendance
Ignorance of Due Process
Lack of an Alternative to Suspension
Lack of Due Process
Lack of Parent-Educator Unity
Lack of Professional Unity
Lack of Sufficient Commitment to Problem
Lack of Teacher-Student Relations
School Response to Problem
Staff Hostility, Aggressiveness
Staff Inadequacy
Whole Curriculum

Attitude--Nothing Can Be Done
Boy -Girl Triangles

Community Response to Problem
Family Feuds

Ineffective Juvenile Justice System
Lack of Community Awareness
Lack of Coordination of Community Services
Lack of Multi-Cultural Understanding
Lack of Parental Interest
News Media Cause Problems
Parents, Community Workers Confront Teachers
Police Handling of Students

Figure 1. Educators' Perceptions of Factors Contributing to the Problem of School
Violence and Disruption
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Practically all of the respondents suggested that two or more of the

factors detailed in Figure I contribute to the problem in any given situa-

tion. This interrelatedness is also reflected in the statements of educa-

tors at the working conferences:

"Everything stems from drugs."

"Ilse curriculum as it is now is inadequate and a recognized cause of
student apathy, unrest, disruption, and -in many instances rebellion and
violence."

"Vandalism contributed toward further violent acts."

"Fear of violence may precipitate other problems and disruptions of
the educational process."

In an effort to describe the interrelated nature of the problem, we

developed a composite view of a school with serious problems of violence

and disruption (Figure 2). This composite presents the view that school

violence represents specific patterns of behavior which affect each other

and exacerbate the problem. To be more specific, Figure 2 indicates three

major kinds of factors in an overall pattern of school violence:

e School factors including school staff, -the curriculum, procedures
for kw staff and students interact (referred to as the behavior
code), and physical facilities.

Student factors encompassing the full range of needs, interests,
behavior, and attitudes of youth attending school.

Neighborhood factors defined as the environment from which the
students come and whose influences affect the ways students relate
with each other, the school staff, and the physical facilities.
As members of the neighborhood, parents and other relatives are
considered powerful influences as are's-O.:called "outsiders or in-
truders who do violence to students, staff, and school property.
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The arrows in Figure 2 suggest some ways that violent patterns of

behavior can set off a chain reaction in schools. For example:

Parents-School Staff: On the one side, we heard of parents attack-
ing teachers verbally and at times physically; of parents suing
school superintendents, principals, and teachers. On the other
side, we heard that teachers and principals rarely call parents
with good news--more often news arrives at the home after a serious
misdeed.

School Staff-Students: We heard of students attacking teachers and
administrators verbally and physically; of school staff having per-
sonal property stolen or damaged; of classrooms being vandalized.
In contrast, we heard of teachers giving up--just putting in time,
but not teaching; of teachers verbally attacking students--alone
and in front of their peers; of frequent threats of suspension or
expulsion; of students receiving physical punishment.

.e Students-Facility: We heard of students stealing school property,
starting fires, disfiguring buildings, destroying classrooms. In
contrast, we heard of run-down buildings and buildings like prisons
or fortresses.

Student- Student: We heard of student fights, knifings, and murders;
of extortion rings; of students destroying school work or personal
property; of students using and selling drugs.

Curriculum-Behavior Code: We heard of rigid curricula which did
not fit student needs, interests, or goals; of arbitrary behavior
codes randomly enforced; of students becoming trapped in continuing
cycles of failure.

Family-Students: We heard of families that reinforce or even sup-
port the use of drugs; of families reinforcing the use of violence;
of families deprecating the school experience.

Neighborhood-Students: We heard of neighborhoods structured into
gang turfs and of gang fights spilling over into the schools; of
neighborhoods involved in racial or class conflicts where those
conflicts spill over into the schools.

This composite dramatizes the dynamic interrelationship of various

violent and disruptive patterns of behavior currently found in some schools.

If expanded and developed, it may also provide a reference which could help

school staff pinpoint the nature of the problem in their particular school.
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The same structure can be used to describe the kinds of program solu-

tions which are currently underway to reduce the problem of school violence

and disruption. Figure 3 shows the major activities which schools are using

to break the patterns of behavior described in Figure 2. For example:

To break the pattern of conflict between parents and school staff,
we heard of administrators being selected for their community
relations skills; of teachers and administrators returning to live
in the neighborhood; of schools offering programs which met parent
needs and interests; of'parents being involved in the governance
of the schools; and of parents working in the schools as monitors,
aides, substitute teachers.

To break the pattern of conflict between school staff and students,
we heard of teachers being selected because they know and are
committed to help and teach that school's students; of teachers
receiving training to increase their knowledge and understanding
of students and to improve their skill in planning lessons, making
clear their objectives and standards, and providing alternative
instructional means for achieving those objectives; of the curri-
culum being modified so that alternative programs are offered and
multiple measures of success are used; of the behavior code being
redeveloped on a regular basis with student input; and of students
helping school staff to enforce the behavior code.

o To break the pattern of conflict among students, we heard of schools
developing programs to help students acquire personal management
skills, clarify their values, learn ways of resolving conflicts
without resorting to violence, and improve their interpersonal skills.

o To break patterns of conflict among parents, students, and school
staff, we heard of broadened counseling services for the family as
a whole and for family and school staff members together.

To protect school facilities, we heard of efforts to increase com-
munity use of the building; of community activities to improve the
building; of security measures taken to reduce the number of entry
points and to detect unwanted entries; and of increased school-police
cooperation.

Finally,, we heard of schools participating more actively with other
community agencies to increase community awareness that the schools
exist for community purposes.
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Results of Analysis

From these studies several important ideas can be derived. First, it

seems that Violent and disruptive behavior varies in many ways--by individ-

ual, time, and place. Since the underlying causes of such behavior are not

clear, no single or simple solution of the problem exists. An effective

strategy seems to require a problem-solving approach which includes an anal-

ysis of a specific situation, the specification of desired changes, and the

selection of appropriate activities to solve the problem.

Second, no simple relationships between cause and effect have been

identified. Violent behavior is influenced by many environmental factors-

in the school, the neighborhood, and the society at large. Prevention and

intervention programs should mobilize and use all available resources since

no single group can provide a workable solution to the problem.

Third, violent behavior occurs within a specific social and cultural

context. 41J7 program designed to control, prevent, or treat, the problem of

school violence should include consideration of the effects of violent be-

havior on the learning climate in the school and on the rights of students,

teachers, and parents who may be victimized.

Fourth, violent and disruptive behavior is interactive and may set off

a chain reaction in schools. Thus, one violent action may lead to another

and result in a vicious cycle. Similarly, programs designed to combat vio-

lence in schools by breaking existing patterns of behavior may have wide-

spread effects on other problems being experienced in the schools.
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SUMMARY AND IMPLICATIONS

In this chapter, we have discussed the scope of existing programs to-

gether with perceptions of their effectiveness and their sources of funding.

We also related the programs identified to various models found in the lit-

erature and to an RiiS composite view of a school experiencing violence and

d3sruption.

Information on programs designed to reduce school violence and disrup-

tion was mainly gathered in a telephone survey. We found:

Promising practices do exist in all areas of the country and in
all types of school districts.

G A review of over 130 programs indicates that:

- Each individual program is tailored to the unique needs and
conditions of the local school situation.

As proposed solutions, these programs seem to reflect many dif-
ferent approaches, e.g., security systems, counseling services,
curricular/instructional programs, and organizational modifica-
tions.

Although little hard evidence is available, many programs seem
to be effectively reducing problems of violence and disruption
in schools.

- One of the major factors Contributing to program success appears
to be close cooperation among school personnel, people from out-
side community agencies, students, parents, and members of the
community at large.

These findings have four overall implications for a federal assistance

program. First, since promising practices do exist and experienced people

are available, a federal assistance program should provide mechanisms which

can be used to:

o Identify promising practices and knowledgeable people in the field

Disseminate information about effectiye programs
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Second, recognizing that the problem of violence will vary from school

to school, a federal assistance program should.be designed to support the

full range of approaches which might be adapted to meet the situation found

in a specific school.

Third, since approaches to the problem of school violence and disrup-

tion must be carefully tailored to each local situation, a federal assistance

program should provide help to School personnel in their efforts to define

their specific problems and adapt existing approaches to their situation.

Fourth, a federal assistance program should emphasize the need for wide-

spread community involvement in planning and implementing local programs

since in most schools an effective long-term solution to the problem seems

to require broad-based cooperation from the entire community. Indeed, co-

operation of this type might be established as a basic requirement for all

programs to be funded.
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NEEDS FOR ASSISTANCE

One of the major purposes of this study was to identify the needs of

schools for assistance in reducing problems of violence and disruption. This

overall purpose was further defined in terms of three specific questions:

e Do educators believe schools need more knowledge and skills or
additional resources to reduce pioblems of violence?

Do educators feel better able to resolve some kinds of problems
than others?

What kinds of LEAA assistance do schools want to help them cope
with their problems?

This chapter presents our findings with reference to each of the fore-

going questions. For each question, we describe the data sources, present

the available data, and discuss the implications of our findings.
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NEED FOR KNOWLEDGE AND SKILLS OR RESOURCES

Any significant effort to reduce the problem of violence in our schools

requires knowledge and skills as well as resources. Educators should have

some working knowledge of ways to reduce or eliminate problems and the

skills to adapt this knowledge to the unique patterns of violence and disrup-
,.

tion in a specific school. Furthermbre, they might need resources for staff,

materials, or equipment to support their efforts to prevent and control inci-

dents of violence and disruption in their schools.

The purpose of this analysis was to determine the extent to which edu-

cators believe schools in general already have the necessary knowledge and

skills as well as the resources needed. A problem in one or more of these

areas would provide an indication of the kinds of assistance needed to

strengthen the capabilities of schools.

The three working conferences described previously provided the primary

data source for this analysis. These groups involved knowledgeable people

in the field (including educators, security personnel, and students) who have

direct experience with problems of school violence. This group was consider-

ed an excellent source of information about the capabilities and needs of

schools.

Fifteen different groups, each including five to nine participants, were

first asked to identify five priority problems in the area of violence. Each

group was then asked to provide a judgment about the extent to which schools

have: (1) the knowledge and skills to solve the group's five priority prob-

lems and (2) the resources needed to solve those problems.
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Knowledge and Skills

Table 1 presents the conference participants' assessments of available

knowledge and skills to solve their priority problems. Knowledge was defined

to conference participants as having information on possible solutions, and

skills was defined as the ability to identify problems as well as to select

and implement approaches designed to effectively reduce those problems. The

chart shows some dramatic differences of opinion across the fifteen groups.

Table 1

Group Judgments About the Availability of Knowledge and Skills
to Solve Priority Problems Identified by that Group

Problem Average
Group 1 2 3 4 5 Rating

1 1 1 0 0 0 0.4
2 1 0 1 1 0.8
3 1 0 1 1 0 0.6
4 1 1 0 0 1 0.6
5 1 1 2 1 2 1.4
6 1 1 1 1 1 1.0
7 2 2 2 1 2 1.8
8 1 1 2 1 - 1.3
9 2 0 0 0 1 0.6

10 1 1 1 1 2 1.2
11 0 1 0 0 0 0.2
12 1 1 0 - - 0.7

'13 2 0 0 2 1 1.0
14 0 0 2 1 - 0.8
15 2 2 2 2 2.0

Average rating for all groups = 0.8

Code for Derived Group Consensus Scoring System

0 No Knowledge and Skills Available At least 3 out of 4 individuals'in a group indicated that
Knowledge and Skills are not generally available.

Some Knowledge and Skills Available Participant judgments were about evenly split.

2 . Knowledge and Skills Available At least 3 out of 4 individuals in a group indicated that
Knowledge and Skills are generally available.

Note: A dash (-) moans the group did not list as many as four (or five) priority problems.

The average ratings indicate that some groups apparently feel most

schools possess virtually none of the knowledge and skills needed to solVe
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the priority problems which they defined (e.g., Groups 1 and 11). Other

groups seem to feel that most schools do have the knowledge and skills needed

to solve their priority problems (e.g., Groups 7 and 15). This diversity

represents real differences of opinion since all 15 groups tended to identify

and rate the same problems. In short, these groups expressed a wide range of

opinions on the extent to which schools have the knowledge and skills needed

to solve their major problems.

A similar pattern of diversity was also found within most of these

groups although this is not indicated in the table. Average ratings were

calculated for each group in order to identify the overall consensus of opin-

ion within that group. These average ratings, however, conceal wide differ-

ences of opinion among the members of many of these groups.

The average rating for all groups combined is O. which suggests that

schools in general have some knowledge of alternatives and some of the skills

needed to adapt programs to their problems of violence and disruption. This

average may be an overestimate of the true situation, however, since many

knowledgeable conference participants indicatedthat their estimates of the

level of knowledge and skills generally available in schools actually re-

flect their own experience and consequently may be too high.

In light of the wide range of opinion on this issue, our conclusion is

that although some schools apparently have the knowledge and skills needed to

resolve their problems most schools need a lot of help. To be more specific,

many schools do not have information on possible solutions to their problems

or the skills needed to identify their problem or to select and implement

appropriate solutions. This conclusion suggests that each school staff should

be considered separately in terms of the kinds of assistance it requires.
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Resources

Table 2 provides data on the conference participants' judgments about

the availability of needed resources. Resources were defined to the confer-

ence participapts as sufficient staff, facilities, equipment, and materials

to plan and implement specific programs. This definition implies but dces

not directly mention financial assistance (to acquire staff, facilities,

equipment, and materials) in order to guard against possible respondent bias

toward self- serving requests for more money.

Table 2

Group Judgments About the Availability of Resources
to Solve Priority Problems Identified by that Group

Problem Average
Group 1 2 3 4 5 Rating

1 1 0 1 1 0 0.6
2 1 0 0 0 0.3
3 0 0 1 0 0 0.2
4 0 0 1 2 0 0.6
5 0 0 1 1 1 0.6
6 0 0 1 0 1 0.4
7 1 0 1 1 1 0.8
8 1 2 1 1 1.3
9 1 0 1 0 0 0.6

1 0.610 1 0 1 o
11 0 1 1 1 1 0.8
12 1 0 1 0.7

13 T 0 0 0 0 0.Z
14 1 0 1 2 1.0
15 0 0 0 0 0 0.0

Average rating for all groups - 0.6

Code for Derived Crow Consensus

0 No Resources Available-

1 Sore Resources Available

2 Resources Available

Note:

Scoring System

At least 3 out of 4 individuals in a group indicated that
Resources are not generally available.

Participant judgments were about evenly split.

At least 3 out of 4 individuals in a TO indicated that
Resources are generally available.

A dash (-) means the group did not list as many as four (or five) priority problems.

These data show fairly consistent agreement across the various groups

that schools do not have the resources needed to deal with problems of
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violence. This same consensus was also found within these groups since

group members generally tended to agree on the lack of available resources.

The average rating for all groups is 0.6 which suggests a need for more

resources to handle the problems of school violence. Our conclusion, based

on these data and the judgMents of the facilitators and leaders of the 15

groups, is that most participants honestly feel that the limited resources

currently available are just not sufficient to cope with the scope and com-

plexity of the problem.

Needs in Relation to Specific Problems

The purpose of this analysis was to examine. whether schools feel better

prepared to deal with some problems than others. Conference participants

were asked to provide group judgments about the extent to which schools have

the knowledge and skills or the resources to solve the problems of violence

given priority by each of the 15 groups.

Knowledge and Skills. Table 3 provides detailed information on group

judgments of the availability of knowledge and skills for specific problems.

These data suggest that educators do feel better prepared to handle some

types of problems than others.

Table 3

NUmber of Groups Indicating the Availability of
Knowledge and Skills to Solve Specific Problems

Group Judgment Timber of Groups
Identifying
This PriorityAvailable

Somewhat
Available

Not
Available

Vandalism 3 2 10

Personal Assault 3 4 2 9

Gangs, Intergroup 0 5 R 9

Clashes

Fear of Violence 0 6 2

Intruders 6 0 7

Drugs 0 4 1 5

Weapons 1 1 2 4

n IS groups
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On the one hand, the groups tended to agree that, while schools do

have the knowledge and skills needed to 'cope with the problem of intruders,

schools do not have the knowledge and skills needed to combat such problems

as gangs and intergroup clashes, fear of violence, and drugs. The first two

problems were given priority by 9 and 8 of the groups respectively, while

drugs were identified as a priority problem by only 5 groups. The groups

did not seem to agree on the extent to whiCh schools have the knowledge and

skills needed to handle the problems of personal assault, vandalism, and

weapons.

Resources. Table 4 provides a detailed breakdown of group opinions

on the resources needed to solve specific problems. As might be expected

from the data reported above, conference participants did not feel sufficient

resources were available for any of the seven major problems listed in the

chart. The strongest need for help was expressed with reference to gang

problems, assault, vandalism, and fear of violence--all problems which were

identified as priorities by over half of the 15 groups.

Table !

Number of Croups Indicating the Availability
of Resources to Solve Specific Problems"

rot111.11 cm ent

t

Available Available Available

Vandalism

Personal Assault

Gangs, Intergroup
Clashes

Fear of Violence

Intinders

Weapons

n 15 groups

10

9

9

7

5

4
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NEED FOR LEAA ASSISTANCE

The results reported in the preceding sections suggest that schools

have a definite need for additional resources as7well as more knowledge and

skills to reduce the problems of school violence. Given this situation,

what kinds of LEAA assistance do schools want to help them cope with these

problems? This question provides the focus for this section.

At the outset, RBS staff developed a frame of reference for use in

collecting and-analyzing data on the need for LEAA assistance. In general,

a federal funding agency might provide three types of assistance to schools:

(1) provide direct financial aid, (2) fund technical assistance to schools,

(3) contract for research and development efforts. Since a number of spe-

cific kinds of programs might be funded under each of these categories,

these three kinds of assistance provided a framework for our efforts to

gather information about school needs.

Two different sets of data were analyzed to obtain the views of knowl-

edgeable people about the kinds of LEAA assistance needed. First, the ques-

onnaire data collected in an earlier LEAA study were reanalyzed by RBS to

identify the financial and technical assistance roles suggested for LEAA by

respondents in 180 different cities throughout the United States.
1

Second,

each of the 15 groups in the three working conferences was asked to suggest

types of assistance LEAA might provide to help district personnel reduce

their problems of school violence and disruption. Our analyses of these two

sets of data are reported separately.

Questionnaire Survey

A questionnaire survey focusing on delinquency prevention programs in

schools was conducted in 1972 as part of a larger study funded by WA. The
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results of this survey--since it addressed school needs for LEAA assistance

in reducing school delinquency problems--were viewed as an important data

source for RIBS efforts to study ways LEAA might take the initiative in re-

ducing the problem of school violence. Delinquency and violence are closely

related problems which often involve the same students and similar kinds of

violent and disruptive behavior. Fortunately, the data obtained in the ear-

lier study were available for reanalysis within the framework of this study. 2

In the 1972 study, a questionnaire was mailed to 390 superintendents of

local boards of education to request their replies to seven questions dealing

with the scope of their activity in delinquency prevention. The focus of

this analysis is Question 3, "What can LEAA do to enhance delinquency preven-

tion and/or reentry activities within school systems?"

Table 5 shows the composition of the sample, the number of responses to

the overall questionnaire, and the number of responses to Question 3. The

table shows that about 42 percent of the school districts responded to the

questionnaire and about 67 percent of those respondents answered Question 3.

In other words, only 34 percent of the 390 superintendents sampled provided

any suggestions on ways LEAA might enhance delinquency prevention and/or

reentry programs.

Table 5

Response of Sampled School Districts
by Size of Population Served

Population Number Maher of Responses Number of ResponsesI Size

50 27250,000

Queried to Questionnaire to Question 3

.0 22

100,000 - 249,999 90 49 34

al
50,000 - 99,999 90

25,000 - 49,999 110 44 30
20,000 - 24,999 50

38 2S

22 16

I Totals 390 180 127

Source: S. L. Brodsky and R. D. Knudten. Strategies for Delinquency
Prevention in the Schools. University of Alibama, 1973.
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Table 6 presents suggestions regarding the kinds of programs LEAA should

provide by size of the respondents' school districts. These data were not

presented in the original report; rather, they represent our analysis of the

raw data responses. Only suggestions mentioned by three or more respondents

were included in the table. These suggestions on the kinds of programs LEAA

should provide are grouped into four major categories--three of which corre-

spond to the three major types of LEAA assistance discussed earlier in this

section. A fourth category was added to include general suggestions.

Table 6

Respondents' Suggestions About Programs LEAA Should Provide

Respondents' Suggestions
Population Served by Respondents

(in thousands)
250+ 100-250-367100-25-50 20-25 Total

General Suggestions to LEAH

Interagency Cooperation 8 6 6 10 3 33

Prevention Programs 8 6 6 10 2 32

Information about LEAA (its goals,
priorities, what it will fund)

3 6 5 4 5 23

Technical Assistance

Information about promising
practices

4 6 7 10 2 29

Workshops/training for teachers,
administrators -

5 2

i.

3 7

,:l

1 18

Technical assistailee/consultation_______ .2 5 2 13

Financial Assistance

Continue existing programs and
begin new programs

9 17 5 8 1 40

Counseling/guidance/probation
programs

4 5 3 5 2 19

Community involvement programs 2 7 4 4 1 18

Reentry/rehabilitation programs 5 2 1 5 2 15

Employment, work-study, vocational
education programs

5 2 3 3 13

Out of school centers/programs 2 1 3 2 4 12

Planning and proposal preparation 3 1 1 5

Recreation
. - 1 1 1 3

Equipment 2 1 3

Information to public about
extent of problem

3 - 3

Outside speakers, law enforcement 1 1 1 3
Ipeakers

Research and Development

Study of problem/conduct research 2 2 3 7

Source: RBS analysis of raw data responses found in R. D. ).nudten. Data
Base: Delinquency Prevention and the Schools.
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The first category contains responses which do not directly answer the

question but rather provide general suggestions to LEAA. Interagency co-

operation reflects the feeling in a large number of school districts (33)

that schools, law enforcement agencies, juvenile justice agencies, referral

agencies, funding sources, and community groups should cooperate in trying

to solve the problem. Prevention programs seems to be a general suggestion

by many school districts (32).. The word "prevention" was mentioned in the

title of the study, however, and this may be one reason for the popularity of

this recommendation. In addition, a number of respondents (23) asked fot

more information about LEAA, its programs, funding policies, objectives, etc.,

in order to help them suggest funding activities for LEAA.

The second category, technical assistance, includes requests for ser-

vices to schools. A substantial number of respondents apparently felt they

needed technical assistance programs. Thus, 29 respondents suggested that

LEAA provide information about promising practices, 18 recommended workshops/

training for teachers and administrators, and 13 suggested that LEAA provide

technical assistance/consultation. Moreover, technical support to schools

was suggested by respondents from school districts of all sizes. In short,

the data indicate strong interest on the part of respondents in technical

support for their delinquency prevention efforts.

The third category, financial assistance, includes recommendations which

involve the direct funding of school programs. A large number of respondents

(40) recommended general financial assistance to continue existing programs

and begin new programs. This general recommendation was stated more specifi-

cally by other respondents who suggested that LEAA fund specific kinds of
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programs, e.g., counseling/guidance/probation programs (19), community in-

volvement programs (18), reentry/rehabilitation programs (15), etc. Rela-

tively few respondents suggested that funds be provided for non-program-

related activities (e.g., planning and proposal preparation (5), equipment

(3), etc.). in sum, the recommendations in this category showed a clear in-

terest on the part of the respondents sampled (regardless of school district

size) in direct financial assistance--mainly to develop a variety of delin-

quency programs in schools and continue existing programs.

The fourth category, research and development; involves funds for out-

side agencies to study the problem or develop comprehensive solutions. Ac-

tivities of this type tend to be conducted by agencies outside the schools

(e.g., RED agencies). Only seven respondents recommended the only activity

included in this category--the suggestion that LEAA support a study of and

research on the problem. The small number of recommendations in this cat-

egory suggests that respondents were more interested in direct financial as-

sistance or immediate technical support than in long-range R&D efforts which

are largely independent of the schools.

Working Conferences

The participants in the three working conferences were also asked to

suggest roles um might play in helping school districts. In contrast to

the earlier LEAA study, these data are based on group discussions rather

than questionnaire responses, focused on violence and disruption rather than

delinquency, and were collected in 1975 as opposed to 1972. Furthermore,

the working conference participants were provided a resource list to use'in

discussing roles LEAA might play rather than asked to respond to an open-

ended question.
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The instructions provided for this discussion activity were:

As a group, you have identified in the last exercise where
you think school districts in general lack the knowledge and
skills and resources to solve the problems of disruption. in

this exercise, identify, as a group, the kinds of roles LEAA
could play to help school districts solve the problems of dis-
ruption and why you support each role. The group can use the
list on the following page as a resource.

The resource list (Figure 1) presented a number of examples of federal

funding alternatives for each group to use as a focus for their discussions

and suggestions.

Examples of Federal Funding Alternatives

1. Provide telephone and/or return
mail service to educators about
alternative ways to cope with
specific problems.

2. Publish pamphlets for special
audiences, e.g., security direc-
tors, teachers, principals.

3. Provide training on a regional
basis to schools, law enforcement,
and other appropriate audiences
on effective programs.

4. Provide as_istance of qualified
practitioners to help local staff
to plan, adapt, and implement
appropriate programs.

5. Provide funds for school dis-
trict to plan programs.

6. Provide funds to start pro-
grams; e.g., equipment,
materials, staff training.

7. Provide funds to support
first-year and/or second-year
expenditures other than
start-up funds, e.g., staff
salaries, facilities,
maintenance.

8. Provide funds for school
district to continue
effective programs.

9. Evaluate currently operating programs to identify
effective practices and programs.

10. Provide funds to R&D agencies for development of
new programs in collaboration with cooperating
school systems.

Figure 1. Resource List Used in 101S Working Conferences
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Table 7 indicates the types of strategics conference participants

included in their group recommendations to LEAH on federal assistance pro-

grams.

Table 7

Group Recommendations for Federal Assistance Strategies

Furling
Al ternatives n.

etS

ti

. _____..1-

Gtoup 1

2

3

4

5

6

7 ,

8

9

10

11

12

13

14 ,

15 'el I Ni ;!.f. \ no vol I \ ply

Total s 1 1 8 8 8 9 3 6 9 2

Participants expressed support for some service strategies on the part

of the federal government. They expressed a strong preference for strategies

which involve actual personal contact with qualified practitioners and spe-

cialists (e.g., training and technical assistance). Most participants
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indicated that additional printed material (pamphlets, newsletters, etc.)

would not he helpful.

Participants also recommended that a federal assistance program provide

funds directly to* schools. Funds for school- initiated efforts and start-

up funds uere the strategies most commonly recommended for such direct fund

ing to schools.

Considerable disagreement was expressed on the value of a federal pro

grant to provide continuation funding for current programs. Some conference

participants argued that the schools require substantial funds if their ef-

forts are to be successful, and that without continuation funds schools

would be unable to undertake any significant efforts to reduce school vio-

lence. Other participants felt that their experience with the Elementary

and Secondary Education Act--which resulted in the cancellation of many prom-

ising local activities when federal funding ended after three years--was suf-

ficient reason to avoid this strategy. A few conference participants recom-

mended that LEAA support a few programs on a continuing basis to demonstrate

particularly promising practices.

The identification and evaluation of promising practices was a highly

rated federal assistance strategy--provided that the information collected

is used in conjunction with other strategies. Research and development ef-

forts were not considered an effective approach to reducing school violence

and disruption, possibly due to the fact that few educators had seen any re-

sults from such efforts. As experts in their field, they seemed to believe

that sufficient knowledge and skills are available to initiate a national
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effort without waiting for the long-delayed results achieved through an

R&D approach.

Overall, conference participants recommended approaches starting with

the identification and evaluation of promising programs more frequently

than any other alternative. Typically, this suggested starting point was

followed by training, technical assistance, or a combination of the two.

This suggests that conference participantsbelieve schools are most inter-

ested in (1) -obtaining information on effective programs and (2) training

and technical assistance to implement one or more of the programs selected.

The technical support services recommended were often followed by sug-

gestions that LEAA fund planning grants, start-up costs, or both. These

funding alternatives involve direct financial assistance to schools and

support our findings on the inadequacy of current funding levels for initi-

ating new school programs. Conference participants appeared to consider

direct financial assistance as important as technical support but seemed

to believe that technical support activities represent the point of depar-

ture for a more comprehensive funding program which eventually leads to

direct financial assistance.

The findings from the working conferences were similar in many respects

to the results of the questionnaire survey. Conference participants and

questionitaire respondents agreed on the need for financial assistance pro-

grams and technical support programs and identified similar priorities in

each area. This level of agreement is noteworthy in view of the differences

in the timing, technique, and focus of these two studies.
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sumo( AND TMPLICATIONS

In this chapter, we have discussed our analyses of two sets of data-

the responses to a questionnaire survey conducted in 1972 and discussions

during three working conferences which took place in 1975--to determine

what kinds of assistance educators believe LEAA might provide. We found:

Educators believe that:

Schools do not have sufficient information on programs
which have been effective in reducing school violence.

Schools do not have the skills needed to identify their
problems or to select and implement an approach designed
to effectively reduce those problems.

Schools do not have adequate resources (in terms of staff,
facilities, equipment, or materials) to plan and implement
promising programs.

Educators believe that LEAA could provide assistance by:

Providing various technical services: evaluating existing
programs to identify those most effective; providing tech-
nical assistance to help schools plan, adapt, and imple-
ment appropriate programs; and providing training on effec-
tive approaches to the problem of school violence.

Providing funds to schools to enable local staff to: plan
programs; initiate programs; and cover the operating costs
of specific programs (less support was found for the use of,
federal funds for operating programs than for planning and
initiating costs). ,a

Educators do not advocate LEAA support for the development of
new programs through 12W.

These findings imply that a federal assistance program should provide

both technical service and direct assistance to individual schools.
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REVTEW OF FIDINAL ASSTSTANCE PROGRAMS

This chapter. presents the results of a review of selected federal as-

sistance programs. There were two basic objectives for this review: (1) to

identify in existing federal assistance programs any strategies which might

suggest techniques LEAA could employ in a program to reduce school violence

and (2) to provide LEAA with evidence that the experience of the U.S. Office

of Education should be drawn upon as LEAA-determines what kind of a program

should be initiated and implemented.

In this review, six programs administered by the U.S. Office of Fduca-

tion were examined in detail.. These programs.'wei7o, selected because they had
-,.

. j
a problem or improvement focus and beCause%theyfeatured some of the kinds

of assistance requested by participants at the working conferences and de-

scribed in the preceding chapter. In addition, all of these programs were

modestly funded- -that is, under $30 million. Figure 1 shows the relevant

characteristics of the six programs reviewed.

The information for this review was basically from two sources:

(1) Office of Education program descriptions and (2) federal program staff

who had time to talk to our staff. Preliminary discussions with federal

staff convinced us that:

Federal programs are constantly changing--the goals, ways cf
using funds, and administrative procedures appear to change
annually.

Federal programs do not keep management histories which de-
scribe these changes and the reasons they were made.

Evaluations of federal programs and of the effectiveness of the
strategies used are few in number; and the ones that are avail-
able have limited value because the federal programs being eval-
uated changed even during the course of the evaluation and be-
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cause the phenomena involved arc exceedingly complex--the out-
comes of schooling, the relationship of school practice to those
outcomes, and the effects or various state and school district
structures on the way the federal intent is reflected in the
practices of specific schools.

Relevant Characteristic
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Figure 1. Relevant Characteristics of Six Federal Assistance Programs

Now we will consider eackprogram in terms of its purpose, how it is

structured, how its funds are used, and any evaluation findings avaiahle.

This review will then be followed by a discussion of-some issues faced by

the designers of federal assistance programs and the approaches used in

the six programs reviewed.
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RIOITTO READ

The Right to Read program is an example of a national effort to deal

with a fundamental educational problem. Launched in 1970 as an attempt by

the Conunissioner Of Education to create a national educational priority for

reading, the program set as its goal the eradication of illiteracy by 1980.

Initially, the program authorization called for annual funding to reach

the $400 million level by 1974. Congress has consistently funded the pro-

gram at $12 million per year.

As a national effort, Right to Read has employed multi-level strategies

to focus attention and action on.tlie problem. National impact activities

have included the use of mass media and other public relations techniques

to create public interest and support for the program. State level strate-

gies involved the use of seed monies to induce state education agencies to

reorganize their reading programs to fit the overall Right to Read plan.

At the local level, two types of demonstration projects have been supported:

(1) comunity-based reading academies for out -of- school youth and adults

and (2) school-based programs for children.

Our review focused on the school-baSed programs. The thinking under-

lying this effort is that widespread acceptance of new educational approaches

can be achieved by demonstrating the effectiveness of those approaches in

a few sites and using those sites as models to be replicated elsewhere. The

program is based on the assumption that functional illiteracy can be eradi-

cated by utilizing effective practices which are currently available. A

further assumption is that effectiveness must be demonstrated before schools

will adopt new approaches to reading instruction.

98



-92-

Right to Read employs a three-part strategy to develop demonstration

programs: (1) it prescribes elements of the model; (2) it funds technical

assistance; and (3) it funds schools for staff training and' development.

Funded districts are required to use the Right to Read problem-solving

model to develop systematic plans for a reading program which involves the

entire school. This model, the "School-BaSed Plan of Action," prescribeS

the kind of innovation that a school is expected to undertake, a planning

process, and organizational guidelines. The diagnostic - prescriptive..

approach, the whole school concept, and the retraining of existing staff

are emphasized.

Right to Read funds 'four university-based technical assistance teams to

support local planning, in-service training, and problem solving in the

demonstration schools. Technical assistance is also provided in the form

of packaged materials developed and disseminated by the national Right to

Read office.

School districts are funded to cover some program costs. Eighty-five

percent of the funds awarded to schools are to he used for staff training

and development. The remainder may be used for planning, implementation

and dissemination. A single demonstration school receives a three-year

grant of approximately $40,000 per year. In large cities, three-year grants

of $100,000 per year are awarded to groups of several schools -- apparently

an attempt to make participation in the program more attractive to large

urban school systems.
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More than 100 school-based demonstration projects have been funded

under this program at a total cost of $12 million. Conclusive evaluation

data are not yet available as to the effectiveness of the program.
1

The

Rand Corporation is currently studying the program to determine how it has

been implemented at selected sites. Preliminary Rand findings indicate

that school persoiwel..had somedifficulty with the "School-Based Plan of

Action" due to its prescriptive nature. Rand's preliminary report states

that "the rational planning model implicit in these projects may inhibit

the flexibility necessary to deal with day-to-day problems."2

The experience of the Right to Read program suggests that it is pos-

sible to sustain a multi-level, national effort designed to solve a signif-

icant problem with a modest annual budget of $12 million. During the past

four years, Right to Read has developed a highly visible program which has

engaged state educational agencies, professional and civic organizations,

businesses and industries, and school districts in an increasingly coordi-

.nated attack on the problem of illiteracy. The effectiveness of the pro-

gram's school demonstrations and dissemination activities is still to be de-

termined.
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DRUG ABUSE EDUCATION

This program, authorized under the Drug Abuse Education Act of 1970,

reached its highest level of funding--$12 million--in 1972 and 1973. At

that time, a wide range of activities were funded, including curriculum de-

velopment, comprehensive state planning, training of community leadership

teams at regional centers, preservice education, crisis centers, and hot-

lines. In 1974, funding was cut in half and the program took on a new com-

plexion. It continued the five regional training centers and the training

of community-based teams, initiated new school-based team training programs,

and discontinued all other program activities.

Initially, the Drug Abuse Education program considered the problem

of how to teach young people about the dangers of drugs. In' ecent years,

the problem has been defined more broadly, i.e., how to help young people

modify one kind of self-destructive behavior. This revised definition is

based on the premise that self-destructive drug use is a symptom of unmet

needs. In view of this perspective, the Drug Abuse Education program now is

designed to encourage school and community groups to study their local situ-

ation and develop strategies aimed at meeting the unmet needs of youth.

The rationale for focusing the program at the school/community level

is based on the belief that solutions can be found only in local Communities

--in the people and institutions that influence children most strongly, i.e.,

schools, family, social, health, and law enforcement personnel. Program

guidelines require a coordinated community effort, involving youth, parents,

and community representatives in planning and implementing a project involv-

ing prevention and early intervention.
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The national office supports local efforts with direct financial aid

and technical assistance. Small grants averaging $8,500 are awarded to

local school or community groups to cover start-up costs and release time

for the people in charge of the local program. In FY 1974, the Office of

Education awarded $3.4 million to support 584 local programs. A computer-

ized contracting system enabled a small U.S.O.E. staff to process a large

number of program applications.

To assist local interagency teams in acquiring the knowledge and skills

needed to deal with the drug abuse problem, O.E. established and funded five

regional training and development'centers. Local teams attend one of these

centers for an initial two-week training program, during' which each team de-

velops an action plan to be implemented when they return to their community.

As each team implements their program, training center staff provide on-site

technical assistance.

A recently completed evaluation of community-based teams funded under

this program provides some evidence that the strategy of using -small grants,

training, and technical assistance to energize local resources can be effec-

tive. In the study of over 550 community teams that participated in the

1973 "Help Communities Help Themselves" program, it was found that over half

of the community teams were functioning a year after training, that 80% of

the teams reported that the activities they initiated are continuing, that

more than 30% of the teams secured other funds to support their activities,

and that teams with small target populations were more successful in start-

ing and continuing programs, while teams with large target populations

(100,000 or more) seem to do better in coordinating and upgrading existing

resources.
3
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The experience of the Drug Abuse Education program suggests that a

program of small grants accompanied by technical assistance can stimulate

schools and communities to plan, initiate, and continue programs designed

to attack a critical problem.
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DESEGREGATION ASSISTANCE

Title IV of the Civil Rights Act of 1964 represents a federal effort to

help schools deal with the complex problems involved in school desegregation

by providing training and technical. assistance in the preparation, adoption,

and implementation of desegregation plans. Amendments to the Act in 1972

expanded the definition of desegregation to include activities designed to

alleviate the separation of school children by sex or by degree of fluency

in using the English language. Over the past ten years, the funds appropri-

ated for implementing the Act have risen from $6 million to $26 million per

year.

Civil Rights Training and Technical Assistance program funds are used

in four basic ways.

1. To support the development of technical assistance units in
state educational agencies. These units help school person-
nel assess the character of segregation in their school,
prepare desegregation plans, and implement those plans.

2. To maintain university-based general assistance centers
which (upon request) provide school personnel with advisory
assistance on preparing and implementing desegregation plans.

3. To support training institutes at universities which present
programs for teachers, counselors, supervisors, and admin-
istrators to help them deal with any educational problems
occasioned by desegregation.

4. To provide funds which school districts can use to engage
specialists or to provide in-service training.

The Civil Rights Training and Technical Assistance program allocates

approximately 23 percent of its funds to state technical assistance units,

67 percent to university centers and institutes, and 10 percent directly to

school districts.
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Ihe U.S. Commission on Civil Rights has recently reviewed the history

and operation of this program. In a report released in 1973, the Connission

expressed concern that the programs developed by state technical assistance

units and university desegregation centers tended to impose white middle-

class values and standards of achievement on minority students. The Com-

mission found evidence that schools and university centers and institutes

used funds for traditional training in compensatory education, ignoring the

more difficult problem of providing training in areas such as interracial

and intercultural understanding.
4

In program regulations currently in ef-

fect these issues have been taken into account. A comprehensive evaluation-

of the program is currently being conducted by the Rand Corporation.

The experience of the Civil Rights Training and Technical Assistance

program suggests that with problems as complex as school desegregation mul-

tiple assistance strategies may be required to take advantage of existing

staff capabilities within the many agencies involved.
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DROPOUT PREVENTION

The Dropout Prevention program, ESEA Title VIII, was authorized in 1967

for the purpose of developing educational practices that would:'reduce the

number of school dropouts, i.e., the number of children who do not complete

their elementary and secondary education.

Funds were granted to school districts to support the development of

innovative demonstration projects in schools with high dropout rates and a

concentration of low-income students. Projects were required to be managed

and evaluated in such a way that adequate data would be available to make

replication in other school districts possible.

The program was operated for six years and funded a total of 19 school

districts, These districts were funded for a period of five years at an

annual level of $500,000 to $1,000,000 for urban districts and $100,000 to

$400,000 for rural districts. Overall expenditures for this program amounted

to $42 million.

Program guidelines required funded sites to: develop comprehensive

programs; involve all school and community groups in program development and

operation; follow a prescribed management procedure; and document program

results. Project staff were encouraged to purchase outside technical assis-

tance.

The available data indicate that most of these projects were effective

in reducing the dropout rate among the targeted students. Reports on some

projects indicate that suspensions have declined and that attendance rates

and student attitudes have improved.
5

The program was less successful in
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the area of dissemination. Tnformation on the successful practices devel-

oped is limited to brief descriptions ofthe 19 projects, and no provision

has been made to help other school districts replicate these projects.

The Dropout Prevention program provides an example of a federal effort

to ameliorate a natiOnal educational problem with a development and demon-

stration strategy. This strategy seems to have resulted in a small number

of demonstration projects which did, in part, accomplish this program.goal.

The strategy used, however, apparently did not benefit other school dis-

tricts.
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TIMER CORPS

The Teacher Corps program is a national response to the need for quali-

fied teachers to serve school children in low-income areas- -urban and rural-

as well as juvenile delinquents, youth. offenders, and adult criminal offend-

ers. Originally authorized under the Education Professions Development Act

of 1965, Teacher Corps has outlived its parent program.

Recognizing the current teacher surplus, the 1974 amendments changed

the Teacher Corps focus from recruiting and-training new teachers to re-

training existing teachers along with a small number of new teachers to work

in low-income areas. This new focus is based on the assumption that one way

to strengthen education offered in low-income areas is to retrain as a unit

the entire staff of a specific school.

Teacher Corps currently funds a number of demonstration projects which

are proposed by a consortium including a school district and an institution

of higher education. The purpose of these projects is to improve the educa-

tion provided in a low-income area by retraining the current school staff

along with a small group of new teachers. Teacher Corps requires each of

the projects funded to have at least one of the following characteristics:

1. Training provided by an interdisciplinary team;

2. Training to help the school staff develop specific competen-
cies;

3. Training to help the school staff to apply research findings;

4. Training to help the school staff implement an alternative
program;

5.. Training which results in the establishment of a center for
continuing in-service training for the school district staff.
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Teacher Corps projects are funded at levels as high as $350,000.

These funds cover the ccx,zs for higher education staff involved in recruit-

ing interns and providing training and technical assistance to interns and

school district Staff; school district costs for releasing teachers and ad-

ministrators for training and planning; materials and equipment costs for

now programs; and costs related to managing and evaluating the project.

A number of Teacher Corps evaluation studies have mentioned the need

for a better way to monitor the demonstration projects in order to determine

what assistance is needed by local projects. The Teacher Corps' National

Advisory Council has recommended amendments to the legislation to permit the

Corps to provide technical assistance for the whole range of project activi-

ties rather than limiting such assistance to recruitment, enrollment, and

selection. This recommendation is based on evidence which indicates that

the project directors need technical assistance to improve both the content

and management of these projects.
6

The experience of the Teacher Corps suggests that (1) the entire staff

of a school needs to be involved in an improvement effort if it is to be

successful and (2) successful improvement requires the extensive retraining

of that staff. In the case of the Teacher Corps, this retraining is pro-

vided by an outside resource.
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ESEA TITLE III

ESEA Title III is a program intended to stimulate the development of

new educational programs. An interesting contrast to the other five pro-

grams described, this program allows school district personnel great free-

dom in formulating projects to achieve any one of a broad range of objec-

tives. Projects are funded for three years at an average rate of approx-

imately $90,000 per year. The program is primarily administered through

the states, although 15 percent of the funds are reserved for grants award-

ed at the discretion of the U.S. Office of Education.

An important feature of Title III is the provision of funds to schools

for a three-year period for the development of exemplary programs. The

assumptions underlying this program feature were that (1) three years is

the minimum period of time required for a newly developed program to become

securely implanted in a school and (2) that time period would improve the

chances that these programs would survive after federal support was with-

drawn.

Assessments of Title III's effectiveness 'as a demonstration program

have focused on two questions: (1) Were the projects innovative? (2) Did

they continue beyond the three-year federal funding period? Studies conduc-

ted during the early years of this program indicated that it was moderately

successful in terms of both of these questions.7 An evaluation currently

being conducted by the Rand Corporation should provide additional informa-

tion on both of these questions during the coming year.
8

Having supported the development of exemplary programs in demonstra-

tion sites, U.S.O.E. program staff have recently focused their attention on
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ways to help other schools benefit from the development-demonstration

projects which have been successful. It was decided that part of the 15

percent of total funds administered by would be used to develop a

strategy to help schools utilize projects which have been adequately evalu-

ated; accordingly, $8 million was allOcated for dissemination during the

current fiscal year. The dissemination strategy involves three key ele-

ments: (1) state facilitators, (2) school district personnel who have de-

veloped validated programs, and (3) school district personnel who wish to

adopt validated projects.

State facilitators are funded at approximately $200,000 annually to

assist interested district personnel to select a suitable program for adop-

tion and to acquire assistance in implementing the programadopted.

School districts with demonstration sites are funded to help other schools

implement their programs. Adopting and adapting schools are funded--through

their state facilitator--to release staff and cover any incidental expenses

related to the selection, adaption, and adoption of a validated program.

State facilitators provide general assistance to schools. They promote

the awareness of and stimulate interest in exemplary projects, match the

needs of adopting districts to the program objectives of developers, and

arrange both site visits and training sessions for the staff of adopting

schools. Demonstration site personnel prepare program descriptions and

training materials and provide both on-site demonstrations and specialized

assistance to school personnel implementing the program they developed.

1 1 1
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The experience of the ESEA Title III program indicates that the devel-

opment and demonstration of exemplary practices will not necessarily result

in the widespread adoption of those practices. Recent dissemination efforts

suggest that adopting schools need ongoing personalized assistance if they

are to use practices developed elsewhere. The Title III dissemination

strategy is currently being evaluated.
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DESIGN ISSUES

In this section, four issues faced by designers of federal assistance

programs are discussed in light of the approaches taken by the six-O.E.

assistance programs just described.

o To what extent should school district personnel be involved
in the task of defining the problem to be solved?

o To what extent should the funds supplied to local school dis-
tricts be limited to specific amounts and'specific activities?

To what extent should a federal program-prescribe the prac-
tices to be used?

To what extent should a federal program be designed to help
school personnel develop essential problem-solving, planning,
and management capabilities?

Involvement of School District Personnel in Problem Definition

One of the issues facing the designers of federal assistance programs

for schools, which have as their purpose the solution or amelioration of a

problem, concerns the extent to which they should involve school district

personnel in defining the problem. From one perspective, designers feel

that the more precisely they themselves can define the problem, the more

probable it is that the program will achieve its purpose. From the perspec-

tive of the school district personnel, the argument can be made that the

people who are trying to solve the problem should define it. Relevant to

the latter perspective is the finding that "...federal money is used (by

school districts) for its intended purposes only if the federal purpose is

congruent with local plans.
9

The four problem-centered programs reviewed in this chapter have all

taken a balanced approach to this issue. On the one hand, they have made
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relatively precise problem and purpose statements which suggest the kinds of

evidence which ideally will be used to assess program success. On the other

hand, school district personnel. are encouraged to use the problem statement

as only a starting point and are urged to define the problem in terms of

their_specific situation and of the factors that appear to be contributing

to the problem. The assumption underlying this approach is that district

personnel should have the freedom to use their own criteria, as well as the

federal criteria, in judging the success of the local effort.

This analysis suggests that, although LEAA may want to define the prob-

lem of school violence and disruption with relative precision, local dis-

tricts should be free to consider the LEAA definition a point of departure

for a definition which applies more closely to their situation.

Limitations on the Use of Federal Funds for Schools'

Another issue faced by federal program designers concerns the extent

to which the funds supplied to school districts should be limited to specif-

ic amounts or restricted to specific activities. The six programs reviewed

here reflect different positions on this issue!

The Drug Abuse Education and Civil Rights Training and Technical
Assistance programs provide funds to schools to cover costs
associated with planning and staff training. The costs of imple-
menting and operating new programs are not covered. The size of
the grants under Civil Rights varies according'to the size of the
district and the staff; Drug Abuse Education grants are limited
to $10,000.

The Teacher Corps provides funds to schools to cover costs
associated with training and retraining school staff; these
funds can exceed $100,000 over a two-year period.

s Right to Read, Dropout Prevention, and Title III (for develop-
ing innovative projects) have provided funds to schools to
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cover costs related to developing and demonstrating new edu-
cational programs. These awards range from $40,000 to
$1,000,000 (for selected urban demonstrations) for two, three,
and five-year grants.

Title III (for dissemination efforts) provides small amounts
of money through state facilitators to enable school district
personnel to study new programs and obtain help in adapting
them to their schools.

No evaluations of the relative merits of such different strategies to

help schools solve problems or make improvements have been conducted. Per-

haps the most important point which can be made on this issue is that both

the Drug Abuse Education program and Title III (dissemination) have been

able to effect changes in schools with very small amounts of money.

Federal Advocacy of Selected Practices

Another issue federal program designers have faced concerns the extent

to which program guidelines should prescribe the use of certain promising

practices. Furthermore, if such practices are prescribed, what is the best

strategy for specifYing them?

The six programs reviewed here reflect different positions on these

issues.

The Right to Read program was designed on the basis of the
assumption that existing knowledge and practices, if used, can
eliminate illiteracy. Program guidelines prescribe the specific
elements to be included in any Right to Read project. In addi-
tion, technical assistance teams were established at four uni-
versities to help school personnel plan programs consistent
with those guidelines.

Title III (dissemination) has identified specific practices
which are considered innovative and effective. This program
includes efforts to stimulate other districts to use these
practices. Essentially a soft -sell approach is followed: peo-
ple known as facilitators identify schools with needs,provide
district personnel with information on effective practices, and
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provide funds to enable them to study those practices in oper-
ation. If school personnel decide they would like to try a
particular practice, the developers of that practice are funded
to provide training and help in adapting that practice to the
school where it is to be implemented.

The Drug Abuse Education and Civil Rights Training and Technical
Assistance programs both are based on the assumption that knowl-
edge is available to help school personnel resolve the kinds of
problems that concern them. Both programs fund. technical assis-
tance centers to help school personnel plan programs appropri-
ate for their situation which apply the knowledge already avail-
able.

Teacher Corps, Dropout Prevention, and Title III (for innova-
tive projects) guidelines do not prescribe specific practices;
instead, they make the school districts funded responsible for
planning what changes in practice will be made.

The Rand study offers some comparative evidence on the strategies em-

ployed by Right to Read and Title III (for innovative projects) respective-

ly. Using the criteria of successful implementation, Rand found that school

personnel had serious difficulties in following the Right to Read guidelines.

Some teachers could not understand the program elements prescribed, had in-

sufficient time and resources to plan their use, or simply objected to hav-

ing specific program elements prescribed. In contrast, Title III allowed

school personnel great freedom in both setting goals and selecting tech-

niques "id those schools did not seem to experience the implementation prob-

lems found in the Right to Read projects.10

Although no evaluation has been conducted to compare the more personal-

ized approaches being used by Drug Abuse Education, Civil Rights Technical

Assistance, and Title III (dissemination), these approaches seem to help

school personnel to plan and make changes.
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Strengthening Genera] Capabilities of Local Districts

Another issue federal program designers must consider is the extent

to which their programs should help school district personnel develop the

capabilities needed to plan, initiate, and operate new programs. From one

perspective, designers can argue that only schools which already have the

necessary capabilities should be funded; from another perspective, the

schools with the most problems seem to be those which lack a problem-solving

capability. Designers holding the latter view argue that their programs

should take into consideration both the substantive problem (e.g., drug

abuse) and the problem of developing local capabilities.

All six programs are based on the assumption that school personnel do

not have the capabilities needed to achieve the purposes of these programs.

Therefore, all of these programs include some kind of outside technical

assistance.

*The Dropout Prevention program encourages the personnel of
funded schools to purchase whatever technical assistance they
feel they need.

°The Teacher Corps program requires school personnel to develop
their project in cooperation with university staff who will pro-
vide training on the full range of skills required for improv-
ing a school.

The other four programs sponsored the development of special-
ized staffs to provide training and technical assistance to
schools. For example, Right to Read funds 31 state departments
to provide the leadership for efforts to improve the reading
skills of students in their states and four university-based
teams to provide technical assistance to schools. Drug Abuse
Education funds five university centers to train and provide
technical assistance to school and community teams which are
planning programs to attack the drug problem. Civil Rights
Technical Assistance funds state department technical assistance
teams and 17 university centers to help school districts.
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Title .Ill (dissemination) funds state facilitators to help
school personnel consider alternative practices and implement
those which are suited to their needs.

Although all of these technical assistance staff justify their efforts

in terms of helping the schools to achieve the purposes of a specific fund-

ing program, a closer examination of the way they work suggests that each,

in some way, is also trying to strengthen the problem-solving, planning, and

management capabilities of their client schools.
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SUNVARY AND IMPLICATIONS

The foregoing review of six federal assistance programs designed to

help schools solve problems and make improvements has resulted in the fol-

lowing findings.

°The directions and strategies of federal assistance programs
are constantly changing and in only a few cases are there for-
mal records of thes-J changes and the reasons for them.

o Evaluation data regarding the relative effectiveness of dif-
ferent program strategies are limited.

In spite of the limited evaluation data available on the six
programs reviewed, some features of these federal assistance
programs are worthy of note:

- All four of the federal programs designed to help schools
solve a problem encourage school district personnel to
further define the problem in terms of their specific sit-
uation and in terms of any factors that appear to be con-
tributing to the problem.

- Most of the federal programs reviewed require school dis-
tricts to involve students, teachers, administrators, par-
ents, and community leaders in defining the problem as well
as in identifying, selecting, and implementing appropriate
solutions.

- Most of the federal programs reviewed seem to be making
provisions for training and technical assistance to help
school personnel with important project tasks.

- Unless they include specific dissemination efforts, the
programs which fund development-demonstration projects do
not appear to be helping any districts except those which
have project sites.

- In order to help school district personnel benefit from
projects in other districts, several of these programs
are using a-personalized dissemination strategy. Such a
strategy may involve specially designated people who pro-
vide local district staff with information about alterna-
tive practices, enable them to study and observe such
practices, assist them in planning to use a specific prac-
tice, help them obtain training for their staff, and moni-
tor implementation of the practice.



U

[I

Ll

0

0

0

n

0

0

-113-

- Several of these federal programs seem to be
stimulating change in school districts through
a strategy of providing school districts with
small grants and technical assistance.

olzinally, of the six programs reviewed, only Right to Read
seemed to be a program of national scope. Some of the
most noteworthy features c F this program are: (1) it is
designed to solve a problem which many people are, con-
cerned about; (2) it is organized in such a way that it
enlists the efforts of national, state, and local agen-
cies and groups; and (3) initially, information on effec-
tive practices was collected which provides a useful
starting point for school personnel.

These findings illustrate the kinds of U.S.O.E. experience which can be

drawn upon by LEAA in designing a program to reduce school violence and dis-

ruption. The major implication of this review, therefore, is that any nation-.

al program to reduce school violence and disruption should incorporate the

features suggested by the findings of this review.

The second important implication of these findings is that federal

assistance programs need adequate resources for program management and

program evaluation. We strongly reconnend that LEAA establish firm program

direction and secure well qualified evaluation assistance before launching

a program to assist schools.

, . .

120



CHAPTea

me aeCCOtiftefiDeD
PriOlt

121



r"1

TIM RECOMMENDED PROGRAM

All of the project activities discussed in this report were undertaken

to provide the basis for recommending an assistance program which LEAA could

implement in a national effort to reduce school violence and disruption.

All of the information collected was organized in terms of the following

questions:

What is the nature and extent of the problem of violence and
disruption in schools?

What efforts are currently underway to solve the problem?

o That kinds of help do schools need in order to cope with the
problem?

What can we learn from past federal assistance to the schools?

Information gathered to answer each of these questions was reported in

detail in Chapters 2 through 5 of this report. In this chapter we will pro-

pose a federal assistance program which is based on the findings of this

study. This chapter is organized into six sections: the goal of the pro-

posed program; the strategy for the program recommended; a discussion of

program components; implementation considerations; cost considerations; and

conclusions.
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GOAL OF 11E PROGRAM

The goal We suggest for the program recommended here is to reduce the

level of violence and disruption occurring in schools. In general, proj-

ect staff find that there is broad support for a federal assistance pro-

gram directed ,towards such a goal, in exploring the definition of the

term "violence," however, two rather different perspectives en the nature

of the problem were identified. One perspective is refle..ted in our find-

ing that educators prefer a broad definition of the problem--a definition

which includes not only discrete incidents of violence but any behavior by

individuals or groups which disrupts the educational process. The other

perspective is reflected in the finding that some federal planners, edu-

cational researchers, and developers feel that the proposed program, to be

effective, has to be narrowly focused on certain types of violent crim-

inal acts.

There are advantages in both of these perspectives. A restricted def-

inition would certainly make it easier to decide which schools should be

given assistance and to determine whether or not the program goal was be-

ing achieved. On the other hand, a broad definition seems to reflect more

accurately the problem educators with the greatest needs are facing--they

are more concerned about their schools being trapped in a web of violence

and disruption which is destroying their effectiveness as institutions of

learning than with individual random acts of violence which they feel can

never be fully controlled or prevented.

123



-116-

To see how other federal programs handle these two views, we examined

four programs with a program goal of solving or, at least, ameliorat-

ing a problem: Drug Abuse Education, Right to Read, Civil Rights Training

and Technical Assistance, and Dropout Prevention. The definitions of these

four programs acknowledge both perspectives. First, they require all

schools applying for assistance to define the problem as they are experienc-

ing it, to analyze factors contributing to-the problem, to supply evidence

supporting their definition and analysis, and to propose criteria to be

used in evaluating their success in solving the problem. Second, these

programs all have set criteria for evaluating applications--criteria which

are used to judge the quality of the applications as well as the level of

need and the completeness of the criteria school personnel propose to use

to evaluate their success.

Based on this analysis, we recommend that the proposed program adopt

this goal: to reduce the level of violence and disruption occurring in

schools. We also recommend that the burden of problem definition be as-

signed to the schools applying for assistance. We feel that such anap-

proach will make the program more relevant to schools and will result in

applications which reflect local situations more honestlyr It should be

noted that this approach does not interfere with the national program

staff's responsibilities for setting program criteria for determining a

school's need for assistance or for judging program success. in fact, we

believe both of these tasks should be undertaken as part of effective pro-

gram management.
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STRATEGY FOR TIM PROGRAM

The federal government generally uses three basic strategies to assist

people in the educational field to solve problems:

1. The provision of funds to help schools solve problems by
expanding certain services. This strategy is based on the
assumptions that educators know what to do and that what
they mod are additional resources.

2. Funding the development of a variety of technical services
which help schools solve problems by applying knowledge
and practices with which they are unfamiliar. This strate-
gy is based on the assumptions that some educators are more
knowledgeable and are using more effective practices than
others, and that what they need are services to help schools
in difficulty implement more effective practices.

3. Funding research, development, and demonstration projects
which result in the new knowledge and practices needed to
solve a problem. This strategy is based on the assumptions
that effective practices do not exist and, therefore, efforts
to develop such practices are needed.

Five major findings from this study suggest that to cope with the prob-

lem of school violence, technical assistance, complemented by some form of

direct funding, would be the most appropriate strategy. Specifically, these

findings were:

1. The problem of violence varies in both nature and magnitude
from school to school and from time to time.

2. Due to the uniqueness of the nature of the problem in specif-
ic schools, proposed solutions must be adapted to each school.

3. An array of practices and programs have been identified
which appear to be reducing the level of violence in specif-
ic schools.

4. Few educators believe that they have the knowledge and skills
required to cope with the problem of school violence.
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S. When asked what kind of assistance they need, most educators
request some type of technical assistance and funds to sup-
port their plans to adapt and implement effective practiceS.
Some educators also request funds to cover the operating
costs of new practices. Few request research and develop-
ment.

In considering alternative ways of implementing a technical assistance

strategy, we examined a small number of federal programs which fundamental-

ly follow such a strategy: Drug Abuse Education, Title III Dissemination,

Civil Rights Training and Technical Assistance, Right to Read, and Teacher

Corps. Given the limited resources of LEAA, we noted that certain features

of these programs appear to have considerable relevance for the design of

a program to reduce school violence:

The experience of Drug Abuse Education suggests that a small
grant can stimulate school and community action on a problem.

The experience of Drug Abuse Education, Civil Rights Training
and Technical Assistance, Title III Dissemination, and Right
to Read suggests that knowledgeable and skilled people can
be identified and supported to offer technical assistance,
and that schools will use the services of such people.

The experience of Title III Dissemination suggests that small
amounts of money together with the appropriate types of tech-
nical assistance can help school personnel to use new prac-
tices.

The experience of Title III Dissemination and Right to Read
suggests that adequate and appropriate national direction can
stimulate state and local educational agencies to work on a
problem.

Discussions with federal staff associated with the five pro-
grams mentioned above resulted in our conclusion that these
programs generaily,did not have sufficient resources for con-
tinuing evaluation to provide the information needed to insure
a quality program and to suggest ways in which program quality
could be improved.

rn
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With these features in mind, we would recommend that the proposed

program to reduce school violence use a technical assistance .strategy with,

at minimum, the following features:

e Small grants to individual schools, school, districts, or com-
munity agencies to stimulate the adaption of effective prac-
tices for use in specific schools.

o The establishment of regional staffs, expert in problem-
solving procedures and knowledgeable about effective prac-
tices to reduce school violence, who will Offer technical
assistance to schools in difficulty.

The development of national program direction which, at mini-
mum, supports the identification of effective practices and
insures the quality of the technical assistance offered to
school personnel and the. evaluation of the effectiveness and
efficiency of the entire program.
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CCWITNENTS OF THE PROGRAM

-Three features recormended for a minimum federal assistance program

to reduce school violence and disruption suggest three components for the

proposed program.

The first component--the Local Action Team or LAX--is a group
of people associated withalool or schools who apply for
a small grant and use the money to analyze their problem, and
select, adapt, and implement a proposed solution.

The second component--the Regional Center or RC--is a center
with a knowledgeable and skilled staff who provide technical
assistance to schools. Ideally, these Regional Centers will
be located in institutions accessible to schools and already
involved in helping schools to solve problems.

The third colvonent--the National Program Agency or NPA--pro-
vides overall direction and support to ffekogram.

A fully operational national program is illustrated in Figure 1 which

shows schools which have established Local Action Teams and received small

grants to help them work on the problem of school violence and disruption.

Each Local Action Team is associated with a Regional Center which provides

information about alternative practices, training, assistance in problem

analysis, access to people with experience inimplementing certain prac-

tices, and help in initiating a selected practice. Supporting the network

of Local Action Teams and Regional Centers is the National Program Agency

which provides overall program direction, identifies effettive practices

and experienced practitioners, disseminates information about those prac-

tices, prepares training and resource materials for the Regional Centers,

monitors the work of the Centers, and evaluates the overall program.
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In this section, we will examine each of these components more close-

ly in terms of their respective purpoges, functions, staffing, possible

locations, and operating costs. This section concludes with a brief re-

view of the ways in which the various components relate to each other.

Local Action Teams

Local Action Teams serve as catalysts for local school improvement

efforts. Their purpose is to develop and implement a program to reduce

school violence and disruption. Their basic function is to. mobilize all

of the available resources in a particular school community in order to

develop an effective program. The three basic functions of the Teams are:

Planning local programs to reduce school violence. In carry-
ing out this function, Teams will:

Define the specific pattern of violence and disruption
in the local school situation;

Analyze alternative means of attacking the problem; and

Specify a course of action suitable for their schools.

o Implementing their action plans. In performing this function,
Teams will:

Involve the school staff, students, and members of the
community surrounding the school in the program;

Adapt appropriate practices to their situation; and

Acquire the resources needed to implement their action
plans.

Evaluating their local efforts and participating in evaluation
activities sponsored by the National Program Agency.

A Local Action Team might serve one school, several schools, or an

entire small.school district depending on the nature of the problem and
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the schools affected. It is important that a Team serve an area in which

Team members feel their program can have an impact.

A Team is composed of seven to ten people from the school community

who have a common interest in reducing the problem of school violence and

disruption. Team members could include teachers, students, administrators,

parents, social service administrators, school board members, and law en-

forcement officers or security directors. Each Team needs a. leader to co-

ordinate activities and to serve as a contact person with the Regional

Center that supports their efforts.

In view of the experience of other federal assistance programs, a

small grant of no more than $15,000* plus technical assistance worth up to

$5,000 should be sufficient to support a Local Action Team.

Regional Centers

The purpose of the Regional Centers is to provide technical support

to local schools in planning and implementing effective programs. The

three basic functions of a Regional Center are:

o Providing training and technical assistance to Local Action
Teams. In carrying out this function, Regional Centers will:

Assist school personnel to conceptualize their, problems;

*Staff salaries would not be covered by these grants. Some of
these funds might be used, however, to cover release time for some key
staff members. Mbst Team members would either volunteer to participate
Or undertake Team activities as part of their regular job responsibilities.
Generally, grant monies would he used to support costs associated with
involving people, planning, and implementing selected practices over a
period of time ranging from one to three years.
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- Provide a regional resource hank of information on effec-
tive programs, practices, and consultants;

Help school personnel use the information to design or
adapt effective programs for use in their schools;

Provide a central facility which Local Action Teams can
use for problem-solving activities;

Conduct training programs to strengthen the knowledge and
skills of Local Action Teams; and

Provide direct assistance to Local Action Teams in the
actual implementation of school programs.

Moni.toring and evaluating the work of the LATs in order to de-
termine how the services of the Regional Center can be strength-
ened.

Managing and coordinating the activities of Local Action Teams
so that they benefit from each others work.

The experience of similar operations suggests that a staff of five

to seven professionals would be required to provide general information

services to an entire region and effective technical assistance to approx-

imately 100 LATs. It is estimated that at least four to five staff mem-

bers would.be needed to provide training and technical assistance to the

Local Action Teams, while one or two of the staff would be needed to man-

age the Regional Center, coordinate the work of the LATs, and operate the

information service. In support of its technical assistance services,

a Regional Center would also be able to draw upon a pool Of persons who

have operated particular types of programs effectively.

Regional Centers would be located in institutions which have estab-

lished working relationships with local schools and have demonstrated

their capacity to help school personnel solve problems. Based on U.S.O.E.
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experience, some of the kinds of institutions which might house the

Regional Centers are: state departments of education, intermediate units

within state education systems, educational associations, central offices

of large school districts, universities, and certain law enforcement agen-

cies.

The experience of otherfederal assistance programs suggests that

the full cost of each professional staff person in a technical assistance

center ranges between $35,000 and $55,000, depending on the benefits pro-

vided and whatever secretarial support, travel, materials, and overhead

costs are required. Thus, one Regional Center employing seven profession-

als could cost between $245,000 and $385,000 per year.

National Program Agency

This agency has leadership responsibilities for the national program

to reduce school violence and disruption. It designs, implements, and

manages the operation of the program. LEAA should house the National

Program Agency.

To fulfill the responsibilities outlined above, the basic functions of

the National Program Agency are:

Providing program direction and management for the overall
program. In carrying out this function, the Agency

Establishes a policy direction for the program and'de-
fines procedures to be followed in establishing and oper-
ating the program; and

Funds the establishment and operation of the Regional
Centers, Local Action Teams, and any work required by
the National Program Agency..
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Developing a national bank of information on effective prac-
tices to reduce school violence and disruption as well as
experienced practitioners. In order to do this, the Agency

Identifies effective practices for reducing school vio-
lence and disruption;

Validates the effectiveness of those practices;

Establishes a central hank of information on effective
programs;

Disseminates information on effective programs to the
Regional Centers, members of the educational community,
and members of the public at large; and

Identifies people across the country who are knowledgeable
about the problem of school violence and disruption,
skilled in developing solutions for the problem, and
willing to help the Local Action Teams.

Supporting Regional Center training and technical assistance
functions by providing training materials and procedures as
well as resource materials to help Regional Center staff es-
tablish and maintain effective services for LATs working on
the problem of school violence and disruption.

Evaluating, the overall operation and effectiveness of the
program. Such evaluation should include:

Assessment of the effects of specific practices imple-
mented by the LATs;

Assessment of the processes used by LATs to define their
problems and to plan and implement selected practices;

Assessment of the training, technical assistance, and
information services provided by the Regional Centers;
and

Assessment of the National Program Agency's support ac-
tivitiesparticularly the national information services
and technical assistance to Regional Center staffs.

The National Program Agency is seen as a unit within the Law Enforce-

ment Assistance Administration. A core staff of five to ten professionals
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would he required to provide effective leadership for the recommended

national effort. The actual size of the NPA staff will depend on the

number of Regional Centers and Local Action Teams established. At least

one staff member should have the skills needed to manage a complex nation-

al program. At least two staff members should be knowledgeable about

training and technical assistance. One staff member should have experL- .

ience-in program evaluation. The other staff members should have the

management skills required for the selection, funding, and monitoring

of Regional Centers and Local Action Teams. The experience of other

federal programs suggests that LFAA staff will need to contract with other

organizations in order to.fully carry out the activities associated with

developing an information base, training and monitoring Regional Center

staffs, and evaluating the effectiveness of the overall program.

To assist the National Program Agency in establishing a program direc-

tion for the national effort, LEAA.should consider forming an Advisory

Board. Such a Board could include representatives from national law en-

forcement groups, educational associations, federal agencies with related

interests (e.g., the Office of Education, National Institute of Education,

National Institute of Mental Health, and National Institute of Drug Abuse),

and various community groups.

Considering the experience of other federal assistance programs, the

following costs may be incurred by the National Program Agency during

the first year of operation:
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$250,000 to $500,000 for the salaries and expenses of this
unit within LEAA;

$200,000 to $400,000 for identifying effective practices and
disseminating information about those practices to schools;

$150,000 to $250,000 for designing training and resource ma-
terials for Regional Center staffs and for the provision of
technical assistance as Center operations are initiated;

$250,000 to $400,000 fdt evaluation of the program: this
evaluation will focus on the effectiveness of the Regional
Centers and Local Action Teams and include documentation
of the practices and processes they.use.

Relationship of the Functions of Program Components

To summarize the foregoing description of the three program compo-

nents, Figure 2 has been prepared. It lists the major functions to be

performed in the proposed program and shows the role of each component in

relation to those functions. The functions of the proposed program are

organized under six headings:

Program Initiation and Management. As illustrated in Figure 2, the

National Program Agency plays a critical role in initiating the program.

It develops policies, disseminates program information, reviews proposals,

and makes funding decisions. When the Regional Centers have been funded,

they provide information to school district personnel which will help them

decide whether or not to develop a proposal. All three components have

regular management responsibilities. As the number of Centers and IATs

increases, the number of coordinating tasks to be performed by the National

Program Agency and the Regional Centers also increases.

136



-129-

111ction/A.t'rial's
-------- ------
I. Program

Initiation
and
Autigeotnit

National Progrma Agency Regional Center Local Action Team
--

1.1 Pcvelop piorram policies
and procedures

1.2 HisNeminito program infor
motion

1.3 Review Regiomd Ccntor
proposals and fund
selected proposals

1.4 Review and fund Local
Action Team proposals

1.5 ltaioi.c the work of the
Natiohal Program Aency

1.6 Coordinate wart, of Region
al routers to insure they
benefit from each others
efforts

7
i

.

(Interested agencies apply to
be funded as Regional Centers)

1.4 Provide school districts
information about

.inopcisal process
1.5 'tanace work of Regional

Center
1.6 Coordinate work of var-

ions LATs to insure they
benefit from each others
efforts

.

(School Districts prepare
proposals for LC(')

1.5 inage work of 1AT

2. Development
of .

Infornation
Base

2.1 Identify and evaluate
effective practices

2.2 Design and maintain an
information system on
effective practices

2.3 Actively disseminate in-
formation through Region-
al Centers, educational
associations, and mass
media

2.1 Provide NPA information
regarding effective
practices in region

2.2 Use national information
system to help schools

2.3 Disseminate information
to local schools

.

2.2 Use national infoimution
system in process of pre-
paring plans

2.3 Disseminate information
across the school dis-
trict

3. Training for
Regional Center
Staffs and Local
Action Teams

3.1 Design and provide train-
ing for new Regional Cen-
ter staff

3.2 Provide training -- problem
solving sessions to help
maintain quality of
Regional Center services

3.3 Develop resource motor,.
ials for Regional Centers
to use with IA1's

3.1 Participate in training;
design training for LATs

3.2 Help plan problem solving
sessions based on Region-
al Center needs

3.3 Adapt materials for use
with specific LATs

3.4 Provide training and
problem solving sessions
for liqs

3.4 Participate in training;
define nature of problem;
develop an action plan

4.1 Involve school staff,
students, parents, com-
munity leaders, law
enforcement agencies

4.2 Implement action plan

4. Implementation
of LAT Plops

5. Technical Assis-
tance for he-

gional Centers
and Local Ac-
Lion Team-

5.1 Identify and maintain a
file of people who have
experience with problem
and could provide tech-
nical assistance to
Regional Centers and
LAiS

5.2 Help Regicidal Centers
solve problems they
encounter

5.1 Use persons identified
in support of LAT plan-
ning and implementation
efforts

5.2 Provide technical
assistance to schools
as needed

5.2 Use technical assis-
tance, as necessary,
from Regional Centers
to help solve problems
encountered in imple-
mentation

6. Program
Evaluation

6.1 Evaluate performance of
Regional Centers both
for purposes of program
improvement and for fu-
Mire (waling decisions

6.2 Evaluate perfonnam:c of
Local Action Teams both
for purposes of program
hm)rovemtnt and for de-
termining effectiveness
of tho program

6.2 As part of technical
assistance, monitor
performance of LATs in
order to identify where
and when they need
assistance

6.2 Document activities and
their effects

Figure 2. Relationship of the Rinctions and 'Activities of the Three Com-
ponents of the Recommended Program to Reduce School Violence and Disruption
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Development of Information Base. The National Program k!ency has the

responsibility of identifying and evaluating potentially effective prac-

tices for reducing school violence and disseminating information on such

programs and practices to the Regional Centers and the LATs, as well as to

educators and community leaders in general. The Regional Centers and LATs

cre primarily users of this information, although they are also potential

sources of information about effective practices.

Training for Regional Center Staffs and Local Action Teams. The

National Program Agency plays the leadership role in helping the Regional

Center staffs develop their capability to assist LATs and, in turn, the

Regional Centers play the leadership role in helping the LATs define their

problems and develop action plans to solve those problems.

Implementation of LAT Plans. This function is the responsibility of

the LAT. The ultimate effectiveness of the recommended program will de-

pend upon how well the various LATs implement their action plans.

Technical Assistance for Regional Centers and Local. Action Teams.

The National Program Agency is responsible for compiling a i.le of resource

people for the Regional Centers and LATs. The National Agency is also re-

sponsible for helping 'Regional Centers solve problems they encounter; in

turn, the Regional Centers have the responsibility of providing techni-

cal assistance to help the LATs solve problems they encounter while imple-

menting their action plans.

Program Evaluation. The National. Program Agency has the major respon-

sibility for designing and conducting evaluations which will be used to

138



-131-

determine both the effectiveness of the recommended program and ways in

which it can be improved. The Regional Centers monitor the performance

of the LATs to determine where and when they need assistance. The LATs

play basically a supporting role by documenting what they do and the

effects of their activities.
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Imummum CONSIDERATIONS

The purpose of this section is to trace the main implementation.activi-

ties required to set up the recommended program. Although many variations

are possible in implementing the recommended program (e.g., number of Region-

al Centers, number of LATs, number of years provided to set up the program),

the program design requires three components--the National Program Agency,

Regional Centers, and Local Action Teams.

Figure 3 on the following page charts the main activities required to

implement the three program components. The direction of each connecting

arrow suggests an activity in one component which provides direct guidance

and support for an activity in another component. For example, the National

Program Agency, the Advisory Board, and program policies and procedures must

all be established before a program announcement can be issued on the initia-

tion of the Regional Centers. Certain activities must be performed within

one component before certain activities within another component can be ef-

fectively initiated. The remaining pages of this section discuss the se-

quencing of and relationships among the main i4lementation activities.

National Program Agency

An organizational unit within LEAA should be established (1.1 in Figure

3) to serve as the NPA. Initial NPA tasks are to form an Advisory Board

(1.2) and to develop policies and procedures to govern the operation of the

program (1.3). Once these tasks have been accomplished, announcements can

be distributed about requirements for the establishment Of Regional Centers

(2.1) and LATs (3.1).
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1. Develop National Program
Agency and its Support Sys-
taus.

1.1 Establish LEAA Program '
Unit

1.2 Form Advisory Board

1.3 Establish Policies and
Procedures

1.4 Contract for Informa-
tion Rank

1.5 Contract for training
and resource materials
for Regional Center
Staff

1.6 Contract for Evaluation
Planning and Services

2. Establish Regional Centers

2.1 NPA Announces Require-
ments for Regional Cen-
ter Consistent with Es-
tablished Policies and
Procedures (1.3)

2.2 Interested Professionals
and Institutions Prepare
and Submit Statements of
Qualification

2.3 NPA Selects Rest State-
ments of Qualification
and Funds Regional Cen-
ters

2.4 NPA Provides Regional
Centers Assistance Dur-
ing Start-up Phase Us-
ing Resources from In-
formation flank and

Training Contracts (1.4
and 1.5)

2.5 Regional Center Initi-
ate Services to LATs

2.6 NPA Monitors RCS in
Accordance with Evalu-
ation Plan (1.6)

3. Stimulate and Support Local
Efforts to Reduce School
Violence

3.1 NPA Announces Require-
ments for Small Grants
to Schools Consistent
with Established Poli-
cies (1.3)

3.2 Local Districts Pre-
> pare and Submit Pro-

posals; Establish
LATs

3.3 NPA Selects Districts
to Receive Small Grants

3.4 IATs Analyze Problem,
Involve Community, and
Prepare Action Plans
with Help of RCs (2.5)

3.5 LATs Begin Implement-
ing Plans

3.6 NPA Evaluates Effec-
tiveness of LATs
and Their Projects
in terms of the
Evaluation Plan (1.6)

Figure 3. Dependency Relationships for Implementation Considerations
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For the recommended program to have the best chance for success, it

is suggested that an extensive and aggressive communication strategy be

initiated to provide members of all relevant groups within the educational

community with information on the program and stimulate their interest and

involvement. Figure 4 outlines a communication strategy designed to pro-

vide information about the program to all appropriate groups, particularly

local schools. Various educational and other interested state agencies and

groups within the state are specified as well as the types of communications

that might be used to reach key people within the various groups listed.

Level Agencies to be Reached

Typo of Cormunication

!killings Publications

Personal Contact (Tele-
phone or Face -to -Pace)

Stet.

State Education Staff Direct from LrAA end State School
Officers Journal

Fducation Commission of
the States Journal

Chief State School
Officers Executives

State Legislators

State Law Enforctment

Staff

Throug,hlEAA
Regular Chan-

nels

Stateshofessioral
Associations

Through National
Associations

National Association
Jaornals/Ne,letters 1,

National Association
Staff

Within
State

Intermediate Educational
Service Staff

Through State National Association

Personnel Journals
State Publications

State Educational Staff
Mucational laboratory
Staff

Edtcational Laboratory
Staff

Direct from DM Education Doily
ALFA Journal
Crfne Newsletter

Lhiversity Professors AFAR Journal
Association Journals
NUPE Publications

Local Professional Associ-

ations

Through National National Association
or State Associa- Journals

tions (STA, AFT,
NSBA, AASA, etc.\

National Association
Staff

Local School bards Through National SSRA Journal

School roank Nation', ?t,gaziers

NSM National Staff
Regional Center Staff

School District Central
Office Staff

Direct from IJAA RASA Notes State nitration:11 Staff
Regional Center Staff

School Wilding Staff Through Central NASSTINALSP!bgaeines
Office

Central Office Staff
Regional Center Staff

local tau Enforcement
Officers

Through IJ'M
Regular Chan-

nels

Commit? Leaders National !benzines
ViA or National Citizens

for fducation Rrinrts
Local Ncuirapers

National Citizens for
Education or Kitional
PTA Staff

Figure 4. Communication Strategy for Recommended Program
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Tri addition to the commnication strategy outlined in Figure 4, the

National Program Agency will need to develop a structure for processing

statements of qualifications from Regional Centers and proposals from

Local Action TeaMs. Figure 5 outlines a suggested structure. Major kinds

of agencies within various levels of the educational system are listed.

The activities each agency might undertake (i.e., preparing statements of

qualifications or reviewing proposals) on Regional Center or Local Action

Team proposals are also noted.

Level Agencies

Regional Center Proposals Local Action Team Proposals

Preparing
Proposals

Reviewing
Proposals

Preparing
Proposals

Reviewing
Proposals

Inter-
State

Regional (Multi-State)
Educational

Regional (Multi- State)
Law Enforcement

State
State Educational o o

State Law Enforcement

r

Within
State

Intermediate Educational
Service Units

Educational Laboratories

Universities

Large Metropolitan
School Districts

.

Other School Districts

School Buildings

Figure 5. Proposal Preparation and Review Procedures
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The remaining start-up activities for the National Program Agency

consist of contracting for three kinds of services to support the Regional

Centers and IATs. These services are: developing a national bank of in-

formation on effective practices to reduce. school violence and disruption

as well as information on experienced practitioners (1.4), developing re-

source and training materials for the staff of the Regional Centers (1.5),

and planning and conducting a comprehensive program evaluation (1.6).

Regional Centers

In addition to any general dissemination of information about the

program or a general program announcement, it is recommended that a specif-

ic announcement on LEAA's intention to fund Regional Centers be prepared

and distributed to certain audiences (2.1). This announcement should pro-

vide detailed information on the program, the number of Centers to be

funded (initially and over the long term), and any restrictions on the

use of funds. Staff from interested organizations would be asked to discuss

their qualifications to serve as a Regional Center with National Program

Agency staff before they prepare and submit a statement of qualifications.

A Regional Center statement of qualificatiOns (2.2) should provide detailed

information relating the capab.lities of the institution to the policies

and guidelines that luxe been prepared for Regional Center operation and

present an implementation plan describing how the institution proposes to

start up and phase in the required activities and procedures.
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A three-year funding period is recommended for Regional Centers (2.3)

to provide sufficient time to develop and deliver effective services. Sug-

gested criteria for evaluating Regional Center proposals arc:

o Degree of rapport with the educational community;

o Ability to serve an entire region;

o Level of commitment by the institution that would house the

Regional Center to maintain a low-overhead, service organiza-
tion; and

o Ability to perform specified Regional Center functi---.

The initial task for an institution selected to serve as a Regional

Center is to prepare itself to provide technical assistance to schools

(2.4) by hiring additional staff, developing materials, initiating contacts

in the field, establishing contact with other Regional Centers, and partici-

pating in the training of Regional Center staff by the National Program

Agency.

The role of the Regional Center in providing assistance to Local Action

Teams (2.5) begins with the preliminary discussion of proposals and plans

with potential Teams. After the Teams have been funded, problem solving

sessions are conducted at the Regional Center to help members of the various

Teams formulate more detailed action plans. Aftpr each LNT program is ini-

tiated, the Regional Center supports the Team by providing new information,

critiques of their action plan as it changes and develops, and actual on-

site assistance from individuals who have been identified as highly exper-

ienced in operating programs of the type being implemented.
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The Regional Center also participates in program evaluation activities

(2.6). The evaluation should he designed to allow for continuous improve-

ment based on the experiences and outcomes of Regional Center and LAT activ-

ities.

Local Action Teams

The implementation sequence begins with the announcement of LAT plan-

ning grants (3.1). This announcement serves as formal notification that

small grants are available for schools or groups of schools to use in de-

veloping projects to reduce school violence and disruption. The program

announcement should state that direct funding of schools (or Local Action

Teams) is intended. to assure a realistic impact on the problem with mini-

mum funds. Funds should be provided to school communities which can demon-

strate a serious need and a reasonable plan of action. Funding decisions

should he made quickly and at frequent intervals throughout the year, so

that school personnel who are motivated to take action do not have to wait

through a lengthy review process. It is essential, however, for state

departments of education to review and critique any proposals submitted by

schools in their state.

Schools are advised that the funds can be used to plan the implemen-

tation of a program or to actually implement a program. In either case,

the formation of a Local Action Team is required. Grant funds could he

used to cover expenses associated with LAT travel, per diem, release time

for training activities, equipment, or materials. A portion of funds

might he used to cover staff time for local coordination of the project.
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The program announcement directs interested school personnel to con-

tact the appropriate Regional. Center for more information. Center staff

members answer specific questions regarding the grant requirements and out-

line the primary criteria to be used in evaluating proposals. One outcome

of these discussions might be a decision on the part of school personnel

to prepare a proposal for funding. Another outcome might be a. decision by

school personnel to postpone submitting a proposal. School personnel should

have the option of initiating renewed discussions with Center staff at any

time.

The proposal form is a relatively simple document which does not re-

quire extensive proposal-writing skills. A proposal should indicate the

need for a program and the level of commitment in the school as well as de-

scribe the kinds of activities to be conducted (e.g., planning, designing,

developing, implementing, or even adapting an existing program). Funding

decisions are made by the National Program Agency, but copies of the pro-

posal should be submitted to the appropriate state agencies as well as to

the Regional Center for review and comment (3.2). Suggested criteria for

evaluating Local Action Team proposals are:

Demonstrated need for a program to solve local problems of
school violence and disruption;

'Level of commitment on the part of school Personnel to Solve
the problem;

Willingness to form a Local ACtion Team representing various
groups within the community; and

Capability to administer a grant and to be clearly accountable
for expenditures.
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Notification or a funding decision (3.3) is sent to the LAT, to the

appropriate Regional Center, and to the state department that reviewed the

proposal. Funding decisions are made on a continuing basis until the funds

for a given period are exhausted or until the Regional. Center service load

is full. Proposals from applicants with acceptable proposals that could not

he funded should be held in a priority file until the next funding period.

The time interval from the submission of a proposal to notification of fund-

ing should be as short as possible.

The initial use of planning grant funds is to provide an opportunity

for the members of an LILT to travel to the Regional Center for problem-

solving sessions with the Center-staff (3.4). The Regional Centers may con-

duct problem-solving sessions for several Teams simultaneously. Such ses-

sions can provide a forum where the skills and expertise of Team members

from several schools can be shared.

Activities at the Center include a series of exercises which will help

. Team members to further define the problem of violence and disruption in

their school, review alternative approaches for attacking the problem, and

develop an action plan for their school. Different kinds of plans may be

developed by the various Teams participating in the problem-solving ses-

sions at the Center. Some Teams might actually develop a.program to combat

school violence, while others might receive training to help them implement

specific programs; still other Teams may define their problem situation

more carefully or reconsider their action plans. MostTeams will devel-

op plans which will involve additional members of the school community.
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When they return home, Team members will initiate the plan they developed

at the Regional Center (3.5). The Teams will receive Regional Center assis-

tance on a continuing basis.

When project activities have been completed and planning grant funds

have been exhausted, school personnel need to decide whether they should

implement the plan developed or continue the program implemented under

their planning grant.

LATs will he expected to cooperate in program evaluation activities

(3.6) designed to examine the effectiveness of the program and provide in-

formation which can be used to strengthen the program.

* * *

The foregoing discussion has highlighted how the plan for implementa-

tion of the recommended program must take into account the following inter-

relationships among the three program components:

Before the Local Action Teams can be funded, Regional Centers must
be established, their staffs must be trained, and they should
have the training and resource materials needed to supply tech-
nical services to the LATs.

Before the Regional Centers can be established, the National
Program Agency must develop a bank of information on effective
practices, prepare training and resource materials for Regional
Center staff and, if possible, begin planning the program evalu-
ation.

Although the implementation sequence outlined above must be maintained,

it does allow considerable flexibility in establishing the proposed program.

Specifically, the activities outlined in Figure 3 could be initiated during

a single fiscal year or over a period of several years. In addition, the
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program could he initiated as a full-scale effort with 10 or more Regional

Centers established simultaneously or the Regional Centers could be phased

in over time.
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COST CONSIDERATIONS

In this section, our purpose is to review some cost implications of

the proposed program. 'his discussion will focus on the problem of how to

estim% a "ballpark" figure for the program, based on the foregoing de-

scriptions of the program components and the costs associated with those

components. The intricacies of start-up costs and phasing costs for the

various components are not covered. Such complexities should be considered

when the decision has been made to proceed with the proposed program.

As a point of departure for this discussion, we might summarize the

functions and costs associated with each component:

Each Local Action Team receives a small grant of up to $15,000
which can be used to analyze the problem in their school, con-
sider alternative solutions, select and implement a particular
solution. In addition, $5,000 is reserved for each LAT to
cover the costs of people providing technical assistance in
adapting and implementing specific practices.

Each Regional Center trains and supports the LATs as they work
to solve their problems. A Regional Center employing seven
professionals could cost between $245,000 and $385,000 per
year, depending on the costs of salary benefits, secretarial
support, travel, materials, and overhead.

o The National Program Agency purchases:

The development of training and resource materials to
help Regional Center staff establish their centers and
provide useful services to LATs. These activities are
estimated at $150,000 to $250,000 a year while the
Regional Centers are being established.

Information services which include identifying effec-
tive practices, validating their effectiveness, pre-
paring descriptions, and responding to requests for in-
formation. These services are estimated at $200,000
to $:71,000 a year.

- Evaluation services to provide information on the ef-
fectiveness and cost of Regional Center services and
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LAT programs. These services are estimated at $250,000

to $400,000 per year, depending on the size of the national

program and the complexity and depth of the evaluation

design.

The National Program Agency manages the national program, pro-

cesses LAT grants and Regional Center contracts, and monitors

the activities of the service contractors, the Regional Centers,

and the WS. Depending on the number of Regional Centers and-

LATs funded, the National Program Agency needs a staff of five

to ten people. Staff costs are estimated at $250,000 to $500,000

a year, assuming the salary and expenses of each professional

cost approximately $50,000.

In order to determine a ballpark figure for annual operating costs, we

need the foregoing figures. Now, for the purposes of illustration, assume

that 500 LATs are served each year. Further, assume that the national pro-

gram is well established and is operating at maximum efficiency. These as-

sumptions enable us to make the following statements about the status of the

-----val-iour5--program-components .

The Regional Centers are operating efficiently; each Center is

able to train and support approximately 100 LATs.

Regional Center staff are performing well; there is little turn-

over, and thus little need for staff training or support.

The information services have been' established. A large number

of effective practices has been identified and the task of re-

sponding to requests has been routinized.

To date, program evaluation has focused on process variables.

Data are needed on the effectiveness of the program.

Currently, seven staff members are working in the office of the

National Program Agency.

Using the estimated costs associated with the three program components,

the goal of 500 LATs, and our assumption that the program is operating effi-

ciently, the'following cost estimates can be projected:
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Cost of 500 LATs

500 small grants @ $15,000 = $7,500,000

500 technical assistance
accounts @ $5,000 = $2,500,000

$10,000,000

Cost of 5 Regional Centers 0 $315,000 $1,575,000

Cost of National Program Agency $950,000

o Training and resource material
for Regional Center staffs 0

Maintenance of the information
services $200,000

a Strengthening the program
evaluation to gather effective-
ness data

NPA salary and expenses

$400,000

$350,000

Of course, these figures would be very different if other assumptions

were made about the size and scope of the program. For example, the cost of

the program would be quite different if 300 LATs or 800 LATs were function-

ing in any given year. However, the level of effort for any program should

be reviewed to determine its adequacy. The criterion of program adequacy

can be considered in terms of these four questions:

Is the program able to respond adequately to requests for in-

formation about effective practices?

Is a sufficient number of LATs being supported, considering the

number of schools that need help?

Is an adequate portion of total program expenditures going di-

rectly to the LATs?

Do educationalvand community leaders perceive the federal pro-
gram as adequate in terms of their views of the problem?
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CONCLUSION

Ihis chapter describes a recommended federal assistance prop-am to help

educatorreduce the problem of school violence and disruption. The recom-

mended program is directly based upon the analyses reported in earlier chap-

ters.

In our judgment, this program represents an effective response to the

problem of school violence and disruption. RBS recommends that this approach

be adopted, assuming that LEAA is (1) interested in assuming a leadership

position in the area of school violence and disruption, (2) willing to ini-

tiate a nationwide effort that is responsive to the needs of the educational

corrmiunity, and (3) able to allocate the resources required to initiate this

effort.
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"Community Involvement Program:
2 July 1975.

"Community Involvement Program:
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Final Evaluation, 1974-75."

Project Application,. 1975-76."

"The Youth Services System."
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TYPES OF EDUCATORS PARTICIPATING

Philadelphia Saint Louis Los Angeles Total

Students 7 7 7 21

Teachers 2 6 9 17

Superintendents 3 8 4 15

Principals/Project 5 1 4 10
Directors

.Counselors/Psycholo-
gists

2 3 1 6

Parent/Community Or-
ganization Represen-
tatives

2 3 1 6

Security Directors 2 2 2 6

School Board Members 1 2 2 5

Other: 4 2 10 16
State Ed. Dept.
Youth Service Agencies
Onbudsman
University/Research
Legal

Total 28 34 40 102
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Participants came from 26 states and the District of Columbia,
from urban, suburban, and rural districts.

ARIZONA KENTUCKY OREGON
TUcson. Lexington Salem

ARKANSAS
Little Rock

LOUISIANA PENNSYLVANIA

Luling -Abington

New Orleans Philadelphia
Pittsburgh

CALIFORNIA
Baldwin Park MARYLAND
Los Angeles Rockville SOUTH CAROLINA
Menlo Park Upper Marlboro Columbia
Piedmont
Sacramento

. San Diego MICHIGAN TENNESSEE
San Jose Detroit Memphis
Santa Barbara Nashville
Tustin

MISSOURI
Ferguson TEXAS

COLORADO High Ridge Austin
Pueblo Kansas City Dalla

Saint Louis
University City

CONNECTICUT
Fairfield

DISTRICT OF COLUMBIA

NEW JERSEY
Browns Mills
Newark

9

UTAH
Salt Lake City

VIRGINIA
Alexandria

ILLINOIS NEW YORK
Chicago Albany WASHINGTON

New York City Edmonds
Tacoma

INDIANA
Indianapolis NORTH CAROLINA
Jeffersonville Chariot te/Mecklenberg WEST VIRGINIA

Parkersburg

KANSAS
Shawnee Mission

OHIO
Toledo
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WORKING CONFERENCE
REDUCTIO-N OF SCHOO'L VIOLENCE

Philadelphia, Pennsylvan'ia
S e p t e m b e r 1 8 , 1 9 7 5

LIST OF PARTICIPANTS

Mr. William Bell
364 Warde Terrace
Fairfield, Conn. 06430

Dr. Irving Berchuck
124 Central Park Road
Plainview, New York 11803

*Mr. Milton Bins
Council Great City Schools
1707 H. Street
Washington, D. C. 20006

Mr. Peter Blauvelt
Chief of Security Services
Board of Education
507 Largo Road
Upper Marlboro, Md. 20870

*Mr. David Boesel
Director of Safe School Study
National Institute of Education
1200 19th Street
Room 832
Washington, D. C. 20208

Mr. Lucius Burton
Security Advisor
Alexandria Board of Education
418 South Washington Street
Alexandria, Va. 22313

Ms. Melody Canfield
Student
Peni)erton Township High School
Browns Mills, New Jersey

Ms. Lynette Cordero
Student

Pemberton Township Higfi School
Rrovir Mills, New Jersey

*Did not attend conference.

Ms. Janice Couch
Student
Pemberton Township Fligh School
Browns Mills, New Jersey

Sister Felakka Fattah
Director
House of Umoja

1442 No. Frazier Street
Philadelphia, Pa.

Ms. Happy Fernandez
3400 Baring Street
Philadelphia, Pa. 19104

Dr. Edward Foster
President
Board of Education
Manhattan and Elm Streets
Toledo, Ohio 43608

Mr. Paul Francis
3998 Menhold Drive
Allison Park, Pa. 15101

Mr. Jay Gasgow
Student
Pemberton Township High School
Browns Mills, New Jersey

Mr. Anthony Giampetro
Principal
Bartlett itinior High School
llth and Catherine Streets
Philadelphia, Pa.
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List of Participants

Mr. John Greaccv

Acting Director
National Institute for Juvenile
Justice and Delinquency Pre-
vention
633 Indiana Avenue
Washington, D. C. 20531

Mr. Robert Pclidc

Pemberton Yownship High School
Browns Mills, New Jersey

*Ms. Karen Humphreys
Student
Pemberton Township High School
Browns Mills, New Jersey

*Mr. Carl Irish
Director
Office of School Safety
110 Livingston Street
New York, New York 11201

Mr. Maurice Jackson
Senior Researcher
National Institute of Education
Room 832
1200 19th Street
Washington, D. C. 20208

Ms. PAT Linebargcr
3150 Broadway
Apt. 10-J
New York, New York 10027

Ms. Geraldine Meltz
Supervisor
Mark 'Wain School Based Programs
Mark Twain School
14501 Avery Road
Rockville, Md. 20853

MS. Phyllis Medley
Juvenile Justice and Delinquency

Prevention Operations Task Group
United States Department of Justice
Lmw Enforcement AFsistanceAdministration
633 1116i:inn Avenue, N.W.

Washington, D. C. 20530

*Did not attend conference. 195

September 18, 1975

Ms. Margaret Montgomery
Principal
South Eastern High School
3030 Fairview
Detroit, Michigan 48213

* Dr. Nathaniel Potts
Director of Community Affairs
Newark Board of Education
2 Cedar Street
Newark, N. J. 07102

Dr. Conrad Powell
College of Education
University of South Carolina
Colur,j):a, South Carolina 29208

Mr. Elvin Rasof
Assistant Director
Work Adjustment Program
10100 Grand Drive
Detroit, Michigan 48204

Ms. Debbie Santiago
Student
Pemberton Township High School
Browns Mills, New Jersey

Pr. Grace Templeton
Administration
Charlotte-Mecklcnberg Schools
Box 149
Charlotte, N. C. 28230

Dr. Anthony E. Terino
Director School Supervision
New York State Education Departmen
Albany, New York 12234

Ms. Martha Turner

La Salle Elementary School
Washington, D. C.

MS. Joanne Weaver
Abington School District
3 F41 Susquehanna Street
Abington, Pa. 19001

-Mr. Carl Williams
Student
Pemberten Tonship High School
Brons ?;ills, Nei% Jersey
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ADD/NDUM TO 1,1ST OF PARTICIPANTS

Mr.. Herbert Johnson
djo Dr. Nathaniel Potts
Newark Board of Education
2 Cedar Street
Newark, New Jersey 07102

Mr. Sylvester Williams
Student

Pemberton Township High School
Browns Mills, New Jersey

196



-A34-

WORKING CONFERENCE
REDUCTION OF SCHOOL VIOLENCE

Saint Louis

September

*Denise Bell
Student
Sumner High School
St. Louis, Mo. 63115

*Anita Bond
5583 Lindell Boulevard
St. Louis, Nb. 63112

Missouri
2 4 , 1 9 7 5

LIST OF PARTICIPANTS

*Edward Brady
Director of Personnel Security
Board of Education
228 North La Salle Street
Chicago, Ill. 60601

Pat Brown
NEA Black Caucus
3630 North Meridian #21
Indianapolis, Ind. 46208

Bob Bubltmann
Student
Southwest High School
5556 Arthur
St. Louis, Mb. 63139

Boyd Carter
Greater Clark County Schools
2710 Highway 62

Jeffersonville, Indiana 47130

Peggy Cochran
Route 2
Box 830
High Ridge, Mo. 63049

Everett Copeland
Manager School Security
Kansas City School District
1211 McGee Street
Kansas City, MD. 64106

*Did not attend conference. 197

* Rev. James Cummings
910 North Newstead
St. Louis, Mo. 63108

Darel Custer
Wood County Board of Education
1210 13th Street
Parkersburg, West Virginia 26101

James E. Dean, Jr.

Assistant Superintendent for Hearing
New Orleans Public Schools
703 Caronet Street
New Orleans, Louisiana 70130

* Carl Downing

NEA First American Caucus
3041 Drakestone
Oklahoma City, Oklahoma 73120

Edward Fields

Associate Superintendent of Schools
Board of Education Building
Room 704
1211 McGee Street
Kansas City, MD. 64106

Phillip Fishman
439 No. Hanley
University City, Mb. 63130

Dannie Franklin
Director of Guidance
1520 South Grand
St. Louis, Mo. 63104

John Greacen
Acting Director
National Institute for Juvenile Justice
and Delinquency Prevention
633 Indiana Avenue
Washington, D. C. 20531
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List of Participants September 24, 1975

Mary Ellen Goodman
Director
Special Education Project
Citizens Committee for Children
2 Park Avenue
New York, New York 10016

James Hopson
725 Kingsland Avenue
University City, Mb. 63130

* Edgar Jacobs

Board of Education
2597 Avery Avenue
Memphis, Tennessee

* James Johnson
1145 Breakwater Way
St. Louis, Mb. 63141

Winifred Johnson
913 Tracy
Kansas City, Mo. 64106

John Kotsakis
Chairman
201 North Wells Street
Chicago, Ill. 60606

Bennie Kelley
919 South Lamar
Dallas, Texas 75202

Maurice MacDonald
Coordinator of Student Referral Services
Maplewood High School
401 Maplewood Lane
Nashville, Tenn. 37216

Shawnee McCray
Student
University City High School
6816 Corbitt
University City, Mo. 63130

Thomas Merriweather
Student
Soldan High School
4728 Page
St. Louis, Mo. 63113

198

Phyllis Malley
National Institute for Juvenile
Justice and Delinquency Prevention
633 Indiana Avenue
Washington, D. C. 20530

Teresa Oswald
Student
Roosevelt High School
3422 A Humphrey
St. Louis, Mb. 63118

Henry Prokop
Assistant Superintendent Secondary
655 January Avenue Education
Ferguson, Mo.

Robert Rice
St. Charles Parish School Building
P.O. 46
Luling, Louisiana 70070

Shirley Stancil
Little Rock Board of Education
West Markham and Izard Street
Little Rock, Ark. 72201

Matthew Snapp
6100 Guadalupe Street
Austin, Texas

Andy Soule
Student
University City High School
6904 Washington
University City, Mb. 63130

* Lorraine Sullivan
Assistant Superintendent of Schools
Chicago Public Schools
228 No. La Salle
Chicago, Iii. 60601

Maurice Swanson
NEA Director
5310 Clark Drive
Shawnee Mission, Kansas 66205

*Did not attend conference.
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List of Participants September 24, 1975

Betty Triplett
1261 Village Drive
Apt. 32
Lexington, Kentucky 40504

Robbie Tyler
1211 McGee Street
Room 1006
Kansas City, Mo. 64104

Barbara Walker
Student
Vashon High School
1602 Lovejoy Lane
St. Louis, Mb. 63106

Ihnacan Waters
District Superintedent of Schools
District 3
New Orleans Louisiana Public Schools
1812 Pauger Street
New Orleans, Louisiana 70116

R. K. Williams
Superintendent of Schools
Pulasky County
924 Marshall Street
Little Rock, Arkansas 72202

Margaret Bush Wilson
Chairperson
N.A.A.C.P.
4054 Lindell Boulevard
Room 200
St. Louis City, Mo. 63208

Jim Winters
(1111M, Inc.
3120 59th Street
St. Louis, Pb. 63139

Addenchnn

Evelyn Battle
4474 North Taylor Avenue
Saint Louis, Mo. 63115

Quinnie MacCormick
Board of Education
2597 Avery Avenue
Memphis, Tennessee

Emily Martin
Director, Special Emphasis Programs
Office of Juvenile Justice E

Delinquency Prevention
633 Indiana Avenue
Washington, D.C. 20531

Edward Weil
Student
Cleveland High School
4352 Louisiana Street
Saint Louis, Mo. 63111
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WORKING CONFERENCE
REDUCTION OF SCHOOL VIOLENCE

Los Angeles, California
September 3 0 , 1 9 7 5

LIST OF PARTICIPANTS

* Sam Bacote
Instructional Services Center
2930 Forest Hills Drive
Atlanta, Georgia 30315

* Joan C. Baratz
Education Policy Research Institute
1527 New Hampshire Avenue, N.W.
Washington, D. C. 20036

* Walter Barbee
Supervisor URRD Program
State Department Public Instruction
Old Capital Building
Olympia, Washington 98504

Richard Boone
Open Road Project
Citizens' Policy Center
1226-1/2 State Street
Santa Barbara, California 93101

* Joseph Brooks, Executive Secretary
California School Boards Association
800 9th Street
Sacramento, California 95814

Robert D. Cain
National Center for Youth Development
National Council on Crime & Delinquency
3(, N. Tuscon Boulevard
Tuscon, Arizona 85716

* John Carusone'
Office Community Relations
Oakland Unified School District
1025 Second Avenue
Oakland, California 94606

Todd Clark
6310 San Vincente Boulevard, 4th Floor
Los Angeles, California 90048 2 0 0

Gloria F. Cox
Principal
Ramona High School
231 South Alma Avenue
Los Angeles, California 90063

Nancy Franco
Open Road Project
Citizens' Policy Center
1226-1/2 State Street
Santa Barbara, California 93101

Keith Garnet

Los Angeles Unified School District
450 North Grand Avenue
Los Angeles, California

John Greacen
Acting Director
National Institute for Juvenile
Justice and Delinquency Prevention

633 Indiana Avenue
Washington, D. C. 20531

Bernard Greenberg
Stanford Research Institute
Menlo Park, California 94025

Alex Gunn
Bureau of Intergroup Relations
721 Capital Mall
Sacramento, California 95810

Douglas Knight
Senior Research Analyst
Prevention and Community Corrections
Youth Development Authority Branch
2222 Sierra Boulevard
Sacramento, California 95825

*Did not attend conference.



-A38-

List of Participants September 30, 1975

William Lucas
Assistant Superintendent
Government Relations
Los Angeles Unified School District
450 North Grand Avenue
Los Angeles, California

B. D. McCauley

Assistant Chief Security Agent
Security Section, Room H-151
Los Angeles Unified School District
450 North Grand Avenue
Los Angeles, California

Scott Matheson
Special Connnittee on Youth Education
Union Pacific Building, Room 600
10 South Main Street
Salt Lake City, Utah 84104

Phyllis Medley
National Institute for Juvenile
Justice and Delinquency Prevention

633 Indiana Avenue
Washington, D. C. 20530

Jerry Mullins
Yerba Buena Crisis

1855 Lucretia Avenue
San Jose, California 95122

John Musser
Grant Elementary School
725 Market Northeast
Salem, Oregon 97301

Consuelo Nieto
1848 Burrell Drive
Los Angeles, California 90065

Blair Patrick
6628 170th Place, S.W.
Edmonds, Washington 98020

Hazel Petrocco
National Education Association Director
for Colorado

3222 Rex Street
Pueblo, Colorado 81005

201

Donald J. Richardson
Administrative Coordinator
Educational Options Services Branch
Room H-221
Los Angeles Unified School District
450 North Grand Avenue
Los Angeles, California

George Smith
5514 Miraflores Drive
San Diego, California 92114

Paul Tanaka
2000 Tacoma Mall
Suite G32
Tacoma, Washington 98409

Sidney A. Thompson.
Principal
Crenshaw High School
5010 11th Avenue
Los Angeles, California 90043

Lisa Thorsen
Editor in Chief
Security World
2639 S. La Cienga Boulevard
Los Angeles, California 90034

Lois Tinson

National Education Association Director
for California

319 East 57th Street
Los Angeles, California 90011

Robert Unruhe

2511 West 3rd Street
Los Angeles, California 90057

Rey Vinole
1204 Wilbur Avenue
San Diego, California 92109

Retina Wallach
National Institute for Juvenile Justice
and Delinquency Prevention

633 Indiana Avenue
Washington, D. C. 20530
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List of Participants September 30, 1975

John K. Wells
Coordinator Educational Legislation
Los Angeles Unified School District
Room A409
450 North Grand Avenue
Los Angeles, California

Addendum

Michele Beal
Student
Crenshaw High School
5010 11th Avenue
Los Angeles, California 90043

Verdella Brenson
Student
Crenshaw High School
5010 11th Avenue
Los Angeles, California 90043

Ralph Estrada
Student
Baldwin Park High School
3900 North Puente Avenue
Baldwin Park, California 91706

Virgil Ford
Student
Crenshaw High School
5010 11th Avenue
Los Angeles, California 90043

Dr. Judith Gerson
Los Angeles Unified School District
450 North Grand Avenue
Los Angeles, California

Robert Goe
Urban Policy Research Institute
321 South Beverly Drive
Beverly Hills, California 90212

Pilette Hampton
Student
Crenshaw High School
5010 11th Avenue
Los Angeles, California 90043
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Rory Kaufman
Los Angeles Unified School District
450 North Grand Avenue
Los Angeles, California

Billie Masters
13561 Farmington Road
Tustin, California 92680

Barbara Murad
Baldwin Park High School
3900 North Puente Avenue
Baldwin Park, California 91706

Ruth Pritchard
California School Boards Association
800 Ninth Street
Sacramento, California 95814

Robert J. Rubel
1139 Oakland Avenue
Piedmont, California 94611

Sheila Taylor
Student
Crenshaw High School
5010 11th Avenue
Los Angeles, California 90043

Becky Vindilia
Student
Baldwin Park High School
3900 North Puente Avenue
Baldwin Park, California 91706

Iola Williams
Yerba Buena High Schbol
1855 Lucretia Avenue
San Jose, California 95122



WORKING CONFERENCE'

REDUCTION OF SCHOOL VIOLENCE

AGFNDA

7:30 8:30 Breakfast and Introductory Remarks

8:30 9:30 Session 1: What is the Current Situation? The Student's
Perspective.

9:30 11:30 Session 2: How do we Reduce Disruption in Schools?

11:30 12:30 Lunch Break

12:30 2:30 Session 3: How do we Allocate Resources?

2:30 3:30 Session 4: What have we Missed?

3:30 4:30 Informal Discussion
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WO/UCIEET #1

INDIVIDUAL ACTIVITY

-A41-

What Problems Have You Faced?

GROUP # :

NAME:

Instructions: Based on the preceding discussion, review the problems

listed below. Feel free to add new problems, or delete or modify any of the

problems listed.

Indicate which problems you have encountered within schools.

Rate the importance of each of the type of problems you have encountered.

High indicates most important to solve; Zow indicates the least important to solve.

Have Importance

encountered of

in schools solving

Problems: Yes Na High.M,1 law

Attacks in Schools .

Assaults, rapes, and murders of students or staff
on school premises arc increasing.

Weapons
More weapons (e.g., guns }wives) are being carried

to school.

Gangs
Gang violence has become well established in
schools.

Intruders
Outsiders, including dropouts, truants from othcr
schools, and unemployed youth, terrorize students
and vandalise school property.

Intergroup Clashes
tiiaTimtations among racial, social, and ethnic
groups have resulted in disruption of the educa-
tional process.

Vandalism
WiiiiiiiiiEstruction of facilities, equipment, and
student projects is prevalent.

Fear of Violence
IfiTalaali!aTbar is pervasive in schools.

-
.

204
Following the completion of this individual exercise the group will discuss

their responses and determine the five most pressing problems.



-A42-

WORKSilEET #2 GROUP #:

GROUP ACTIVITY

Establishment of Priority Problems for the Group

Instructions: In this exercise, consider yourselves members of the same
school district.

Each member should share with the group his/her experiences with disruption
in schools (worksheet #1).

As a group, determine the five most pressing problems for your district,
using your collective experience as a basis. Sequence them in order from most
important to least important. Indicate why these were selected.

The.recorder should summarize the group 'acussion on the chart below.

Major Problems Reasons for Selection

Most
Important 1.

2.

3.

4.

5.
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WORKSI IEET 1, 7

GROUP ACTIVITY

-A47-
GROUP N:

Possible LEAA Role to Help School Districts Reduce Disruptions

Instructions: As a group, you have identified in the last exercise where
you think school districts in general Lack the knowledge and skills and re-

sources to solve problems of disruption.
In this exercise, identify, as a group, the kinds of roles LEAA could play

to help school districts solve the problems of disruption and why you support
each role. The group can use the list on the following page as a resource.

The recorder should note the group's views of possible LEAA roles in the
space below. The number of members supporting each of the roles should also be
recorded.

At the end of the discussion, the group should consider the question at the
bottom of the page. The recorder should tally the views of the group and report
the results.

* * *

Indicate which funding strategies are appropriate for each of your priority problems.

Should LEAA provide support to aid in the reduction of serious disruptions in schools?

YES NO UNDECIDED
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NAME:

TITLE:

Points We May Have Missed

Instructions: Here are some questions about points that may or may

not have been covered in your previous discussions. Feel free to add

comments on any question.

1. Given all current problems in schools (e.g., declining enrollments, inadequate
finances, student achievement) how would you rate the importance of reducing
school violence?

a. First b. In Top 3 c. In Top 5 d. In Top 10

e. Of Lesser Concern

2. Should LEAA efforts to help school districts deal with the problem of school
disruption be focused on:

a. All types of crimes

b. Selected crimes

If you choose b., indicate which crimes LEAA should focus on:

Crimes against persons (e.g., rapes, assaults)

Crimes against property (e.g., vandalism)

Other (specify)
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3. As a policy, do you feel that 1,11AA should direct funds to:

a. immediate pressing problems

h. Longer range problems

c. Both of the above

4. As a policy, should LEAA limit the use of its funds to:

a. Controlling existing disruptions in schools (e.g., security procedures)

b. Preventing future disruptions in schools (e.g., human relations training)

c. Both of the above

5. Given scarce resources, should LEAA limit the use of its funds to helping schools:

a. Plan efforts to control and reduce school disruptions

b. Handle one-time, start-up costs (e.g., facilities modification)

c. Other
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b. A range of resources exists to help school personnel with local educational prob-

lems. In order to provide MA with information on the usefulness of these

resources for dealing with problems or school violence, use the following list

to indicate which resources you have used and which can be adapted to help you

with problems of school violence.

NOTE: The resources listed below are those
Fa-E- available by the organization indicated
(e.g., school district) and are of three
kinds: (1) information, (2) training, and
(3) other assistance.

A. SCHOOL DISTRICT:

Library/instructional materials center

District publications/project reports

District specialists

B. COLLEGES/UNIVERSITIES:

Library/Instructional materials center

Courses/Special purpose workshops, seminars

Consultant Assistance

Other
(please specify)

214

Have you used
this resource?

Do you feel this
resource can be
adapted for use
with problems of
school violence?

Yes No Yes No

I
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C. PROFESSIONAL ORGANIZATIONS (LOCAL, STATE,

NATIONAL):

Bulletins/Publications

Conventions/Meetings

Telephone information services

Workshops/Seminars

D. COUNTY AND INTERMEDIATE EDUCATIONAL UNITS:

Library/Instructional materials centers

Project reports/Publications and newsletters

Staff specialists

Workshops/Seminars/Courses

215

Have you used
this resource?

lb you feel this
resource can he
adapted for use
with problems of
school violence?

Yes No Yes No

.
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E. STATE EDUCATION AGENCY:

Project reports/Publications and newsletters

Staff specialists

Meetings

F. FEDERAL GOVERNMENT AGENCIES AND FEDERALLY

SPONSORED AGENCIES:

Superintendent of Documents /Government
Printing Office

ERIC Clearinghouses

Department of Justice Information Service

Other
(please specify)

216

Have you used
this resource?

lk) you feel this

resource can he
adapted for use

with problems of
school violence?

Yes No Yes No
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G. LOCAL GOVERNMENTAL AGENCIES: (e.g.,

police, courts)

(please specify)

H. PRIVATE ORGANIZATIONS AND AGENCIES: (e.g.

R&D organizations, service groups,

consulting firms)

(please specify)

217

Have you used
this resource?

lb you feel this
resource can be
adapted for use
with problems of
school violence?

Yes No Yes No

. ,.,
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7. How often have you been involved in federally funded programs designed to improve

local schools?

a.

b.

c.

Never

One program

Two or three programs

d. Four or more programs

8: In what ways should a school district use LEAA funds to reduce school violence?

-a. Purchase security systems

b. Modify facilities

c. Provide counseling serivces

d. Train staff

e. Develop instructional programs

f. Increase staff

g. Other
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9. (Optional for those having experience with federal grants/programs)

Of those agencies which administer federal funds, indicate which you prefer
and provide reasons for your preference.

a. Federal LEAA agency

b. State LEAA agency

C. Local LEAA agency

d. State education agency

e. Other

Reasons:

10. Are you interested in receiving a summary of the findings of this conference?

yes

no

11. The ABC television network is doing a special on school violence. LEAA and RBS

will probably be asked for 'lames of people to contact. Would you be willing

to talk to ABC staff?

yes

no

12. Do you have any recommendatidns for future conferences we might hold on this
topic?
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Appendix C

FEDERAL ASSISTANCE PROGRAMS*

This Appendix contains:

Right to Read

Drug Abuse Education

Civil Rights Technical Assistance

Dropout Prevention

Teacher Corps

ESEA Title III

*Program descriptions are taken from U.S..0ffice of Education,
Office of Planning, Budgeting, and Evaluation, Annual Evaluation
Report on Prozrams Administered by the U.S. Office of Education,
FY 1974, Washington, =TIM.
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Program Name:

Right-to-Read

Legislation:

458-

ANNUAL EVAI-XATION REPORT ON EDUCATION PROGRAMS

Expiration Date:

Cooperative Research Act (P.L. 85-531) FY 1975

as amended

Funding History: Year Authorization Appropriation

FY 1971 Indefinite $ 2,000,000

1972 Indefinite 12,000,000

1973 Indefinite 12,000,000

1974 Indefinite 12,000,000

1975 Indefinite 12,000,000

Program Purpose and Operation:

The lung-range goal of the Right to Read Program is to substantially increase

functional literacy in this country. More specifically, the operational goal

of Right to Read is to ensure that by 1980 ninety-nine percent of all people

under 16 years of age living in the United States and ninety percent of all

those over lb will possess and use literacy skills. The ability to read is

essential for one to function effectively as an adult in out society. Yet

more than three million adults in the United States are illiterate and approxi-

mately 18-1/2 million cannot read well enough to complete simple tasks required

for common living needs. Millions of public school children require special

instruction in reading. Even after they have completed high school, one-third

of the new students in junior colleges need some type of reading help.

Through the demonstration of effective and efficient reading programs and the

provision of technical assistance and training, the objective of Right to Read

is to help all reading programs to become effective, regardless of the source

of funding, the level of instruction or the age of the participant. This pro-

gram hopes to influence Federal formula grant and discretionary funds as well

as State and locallunds, and will involve experimental, demonstration, service

and capacity-building activities. It will also be responsible for awarding a

limited number of grants and contracts.

Program Scope-

The Right to Read Program provided support in various ways for State and local

participants during }Y 7. By the end.of the vezr
urojects had been funded of which bb were community based and Alb uert:

school based. Thirty-three of the projects were_ bilingual.
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The 68 community based programs were direCted toward the out-of-school adoles-
cent population, the young adult and the older adult in need of reading help.
Community based programs were much more diverse in type of location, population
and program intent, and could be found, for example, in prisons, community
colleges, local communities and on reservations.

Thirty-one State Education Agencies have now been funded to develop and
implement State-wide plans for the elimination of illiteracy. Key foci are;
training local reading directors, providing technical-assistance to
LEA's, disseminating program information, amassing public support for literacy
efforts, conducting exemplary reading projects focused on training, and
providing technical assistance designed to stimulate more effective reading
programs throughout the State. In addition, five colleges received funds,
which provided technical assistance through educatiOnal planners and reading
consultants, who assisted projects in assessing needs, planning and
implementing the reading programs as well as assisting in internal evaluation.

Program Effectiveness:

An evaluative study conducted by Contemporary Research, Inc. of 44 of the 106
School based sites in FY 73 revealed that 28 of the 44 schools met or exceeded
the criterion of one month gain in reading achievement for each month of reading
instruction. Sixteen of the 44 schools failed to achieve the objective.
Factors contributing to lack of achievement of the goal were: (1) request for
extension of deadline for post-testing; (2) pre- and post-test data not on the
same group of students; (3) many different reading tests used; (4) test data
not in conformance with Right to Read requirements; and (5) late submission of
test data. The study is of questionable validity because the sample was clearly
not representative and the data aggregated were of the "apples and oranges"
variety. In addition, the study makes no provision for determining the statis-
tical significance of reported reading gains.

The validation group of the Division of Management Improvement, Office of the
Deputy Assistant Secretary for Management, Planning and Technology submitted a
Validation Study Report on the Right to Read State. Program in September 1974,
as is customary for the few programs the Secretary selects for priority tracking.
The validation group visited four of the 31 funded States and made several
recommendations emanating from its primary conclusion that the Right to Read
State FY 74 Program objectives were not achieved.

Lessons learned from the 1974 experience suggest:

(1) The need for ongoing technical assistance in the STate capacity-
building tasks and the resultant need for staff with expe7tise in
State agency operations, training, resource analysis and coordination;

(2) The formulation of a viable liaison between demonstration projects
and SEA's in order to facilitate their utilization;
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(3) The involvement of Right to Read State Directors in the development

of various instruments and materials; and.

(4) The need to increase the numbeof local directors in the training program;

and the level of funding for Right to Read..

Ongoing and Planned Evaluation Studies::

An evaluation contract was let November 1973 to. Pacific Training and Technical

Assistance Corporation, Berkeley to study the,effectiveness of the Community

Based Right to Read Program.. The final report of this study is due in November'

1974. The findings will be based on a random sample. of 24 projects drawn from

the FY 74 population of 73 funded projects. The.sampIed projects involve

two distinct models, e.g..,. 13 projects that serve "in:school' youth and 11 pro-

jects that serve "out-of-school" adults.: Thepurposelaf thestudy is to dis7

cern the reading gains of students and adults in- the sampled projects. The

results of this study should allow program administrators tar make judgments

concerning some types of community based. projects thatareeffective for

various kinds, of participants in. various settings.

Source of Evaluation Data:

1. The Information Base for Reading,. 1971..

2. Evaluation of School Based Right to Read. Sites'.. Contemporary Research,

- Incorporated, Los Angeles, California- October:I271.

3. Evaluation of a Sample of Community' Based Right t Read' Projects.. Pacific

Training and Technical. Assistance Corporation;. Berkeley,. California. 1973.

4. Briefing Package for the ASE Management Conference. October 23, 1974..

11%
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ANNUAL EVALUATION REPORT ON EDUCATION PROGRAMS

Program Name:

Drug Abuse Education

Legislation: Dalration Hotel

Drug Abuse Education Act of 1970 (P.L. 91-527);
The Alcohol and Drug Abuse Education Act
(P.L. 93-422)

Funding History:

FY 1977

Year Authorization . Appropriation

1971 $10,000,000 $ 5,610,000
1972 20,000,000 12,400,000
1973 .28,000,000 12,400,000
1974 .28,000,000 6,000,000
1975 26000,000

Program Purpose and Operation:

The principal purpose of the Program is to help schools and communities
assess and respond to their drug problems by becoming aware of the nature
of the problem and capable of developing strategies aimed at its causes rather th
merely its symptoms. The program strongly encourages a coordinated
school-community effort.

Grants are awarded to State Departments of. Education to assist local educational
agencies in planning, development and implementation of alcohol and drug
abuse prevention programs.

Grants and contracts sunport activities such as the following: creative
primary prevention and early intervention programs in schools; development,
demonstration, evaluaton and dissemination of new and improved curricula
on the problems of alcohol and drug abuse for use in education programs
throughout the Nation; preservice and inservice training programs for
teachers, counselors, law enforcement officials and other public service
and community leaders; community education programs for ptrents and others
on alcohol and drug abuse problem4 for-piiinis-ina others; and projects to recrui

train, organize and employ professionals andfrother persons, including former
drug and alcohol abusers,to organize and participate in programs of public
education in drug and alcohol abuse.

Program Scone and Effectiveness:

During the 1972-73 project year there were 55 s't'ate Education Agency
projects which impacted on an estimated 117,000 people through direct
service, mostly in education and training, and 3.5 million people through a
variety of indirect services, such as mass media efforts and the multiplier
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effect of training trainers. With FY 73 funds, OE program personnel
continued to provide these types of services, and cooperated with the

designated single State Agencies (P.L. 92-455) in the development of

comprehensive State prevention plans. 'During this same period, one

National and seven Regional Training Centers trained approximately 1200

community leadership teams of 5 to 8 members each. Finally, 18 college-

based and 40 community-based projects furnished education and training

to approximately 22,000 youth and adults in schools and in the community;

other direct services were provided to over 37,000 young people via

hotlines, crisis centers, rap, centers, counseling and alternative

programs. Most of these projects are continuing to provide services

into Fiscal Year 1974 with Fiscal:Year 1973 funds.

With Fiscal Year 1974 funds,OE initiated a new school -based team training

program. Teams of educational personnel -- administrators, teachers,

counselors, psychologists -- from 338 .local education agencies received

training and subsequent onsite support through this new program. The

training of community-based teams was continued with grants co 248

communities for this purpose. Training for both school and community

teams was delivered through the network of 5 regional.trainiug centers.

A new demonstration program to develop models for training preserviCe

educational personnel was started in six participating.colleges.and

universities. The National Action Committee for Drug Education continued

to provide technical assistance to the national program. Two evaluation

contracts were let: one for the evaluation of the new school-based

training program and the other for the evaluation of the new preservice

demonstration program.

Ongoing and Planned Evaluation Studies:

In process are three evaluation projects:

(1) AIR evaluation of the new school-based program;

(2) ART evaluation of the new preservice demonstration program;

(3) E.H. White evaluation of the 1973 "Help Communities Help

Themselves" program involving 900 community teams. This

study is supported by the Special ActionOffioe for Ding

Abuse Prevention (SAODAP).

In addition, a National Data Base located at the Chicago regional training

center is'amassing a variety of data on both school and community-based

teams.

If funding for 1975 warrants, the Program would propose to fund a project

to identify and validate promising drug abuse prevention programs nation-

wide.
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Sources of Evaluation Data:

1. Training for "People" Problems: An Assessment of Federal
Program Strategies for Training Teachers to Deal with
Drug Education; 1971.

2. Drug Abuse Program Report: Program Evaluation by Summer
Interns; 1971.

3. National Study of Drug Abuse Education Programs; 1972.

4. Tield Study of Drug Use and the Youth Cultur41972.'

5. An Operationally - Based Information Support System for NDEP;
in process.

6. General Research Corp., College and Communities Study; 1974

7. General Research Corp., Minigrant Study; 1974

8. BRX/Shelley, "What Works and Why" project (Fifty Successful
Practices); 1974.
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ANNUAL EVAUATION REPORT ON EDUCAllON PROGRAMS

Program Name:

Training and Advisory Services (Civil Rights Act of 1964, Title IV)

Legislation:

Rights Act of 1964
by the Education

P L. 92-318

Expiration Date:

Title IV of the Civil
(P.L. 88-352), as amended
Amendments of 1972, indefinite

Funding History: Year Authorization Appropriation

7.965 indefinite $6,000,000
1966 6,275,000
1967 6,535,000
1968 8,500,000
1969 9,250,000
1970 17,000,000
1971 . 16,000,000
1972 14,600,000
1973 21,700,000
1974 21,000,000
1975 26,700,000

Program Purpose and Operation:

Title IV is designed to provide training and technical assistance related
to problems incident to school desegregation. Technical assistance is
authorized in the preparation, adoption, and implementation of plans
for public school desegregation. Training Institutes are authorized to
improve the ability of teachers, supervisors, counselors, and other
school personnel to deal effectively with special, educational problems
occasioned by desegregation. Local school district grants are authorized
to give teachers and other school personnel inservice training and to employ
specialists to advise in problems incident to desegregation.

There are four categories of assistance provided under Title IV to meet
these goals and objectives: General Assistance Centers (usually maintained
in colleges or universities), State Education Agencies. Training Institutes
(operated by colleges and universities), and direct grants to school hoards
or school districts.

The $5 million increased appropriation above recent years represents a
supplemental for awards to State. Education Agencies and General Assistance
Centers under an expanded definition of desegregation to include activities

designed to alleviate situations such as that highlighted in the
Lau v. Nichols decision, ie., situations involving non-English speaking
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students who as a result of lanymage deficiencies do not effectively
participate in the educational process. Also, the definicion of desegregation
now includes deseqrcgittion on t'ao basis of sex as authorize by section 4D1
of the Civil Rights Act, as amended by section 906 (a) of the Education
Amendments of 1972. Both of these changes are included in a recently published
Notice of Proposed Rulcmaking to amend the existing Title LV regulations.

Program Scone

In Fiscal Year 1974, Tile IV funds and number of award were distributed
approximately as follows:

Percent of
Funds

Number of
awards

General assistance centers 46% 26
State education agencies 23% 39
Training institutes 21% 47
School district grants 10% 52

100% 164.

The percent of f.ads in each of these four categories was essentially
the same as FY 73,

total number of awards was somewhat higher in FY 74 than FY 73 (164 vs.
131), vith the increase almost entirely im a doubling of the number of
school district grants and more State Education Agency awards.* The trend
in recent years towards directing more funds to the North and Vest
continued in FY 74. The percentage of Title IV funds in the North and
West** has increased from 31 percent in FY 69 to 57 percent in FY 73 and
64 percent in FY 74. Thistrend is the result of increased amounts
of desegregation actf.ity (primarily through court orders) in the North
and West.

Program Effectiveness:

The effectiveness of Title IV must be based primarily on eualitative
evidence which is subject to differing interpretations. The dajor
criticisms of the program and steps taken to remedy them (mainly
incorporated in program regulations which were adopted in late
Fiscal Year 1973) are .discussed below. Since there have been few formal evaluat-
ions of Title IV and none since those program regulations were adopted, an
OPBE Title IV eva7nation is now being conducted.'

*Comparsions listing tl,e number of FY 74 awards followed by the number
of FY 73 awards arc: CAC, 26 vs, 27; SEA, 39 vs 34; TI, 47 vs 44; LEA,
52 vs. 26.

**Defined as all. current HEW regions except Regions IV and VI and the
St*te. of virrin4c.
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1k.mo!a rucvht report. -- which helped ,guide the development of the new

Iitic IV risadations-- was released in January 1973 by the U. S.

Commission on Civil itiehts. The report critically reviewed the history

of the program and recommended several changes in program administration.

Among the major criticisms in the report were the observations that the

school district projects were primarily directed and staffed by local

school district personnel who seldom had influence over school district

policies on desegregation, and that the State Title IV units and 'the

university desegregation centers were predominantly staffed'by white souther-

ners whose previous education and experience were obtained in segregated

southern school systems. One result was that the programs developed with

Title TV assistance frequently had been geared to making minority students

conform to white middle class values and standards of achievement. On the

basis of this and evidence that Title IV grants to lJ and university

desegregation centers had been used to fund training programs in

compensatory education without emphasis on the problems desegregation,

the report recommended that the Office of Education adopt clear guidelines

requiring that the primary-emphasis of all projects must deal directly with

problems of deseereeation and that all Title IV recipients must be required

to assure appropriate representation of all racial and echnic groups, on an

integrated basis, in staffing the project. The report also suggested giving

priority to adequately fending those project applications that have the

highest likelihood that Title IV assistance will be helpful rather than

distributing the funds generally as an entitlement program.

Previous evaluations of Title IV had discussed the incongruous roles of the

university desegregation centers in attempting both to provide needed

technical assistance to desegregating school districts and to provide

technical expertise to federal courts in desegregation litigation against

school districts. In January 1972 the Office of Education forbade

university desegregation centers from continuing to provide this

assistance to courts except at the specific request of a school district.

The Comesission report criticized this change in pol icy, recommending that

the Office of Education "require (Title IV) recipients to offer the full

range of their knowledge and experience in helping to devise workable

.eccgregation plans." In monitoring the performance of Title IV

recipients, the Commission recommended that the Office of Education with-

hold further contract payments and use fund recovery mechanisms to force

unwilline recipients to participate in the preparation of school desegrega-

tion plans and to testify in desegregation litigation.

The Office of Education has acknowledged a number of the criticisms of

program administration that were made in theCommission report and

earlier reports. In an effort Co concentrate progr:u:' funds on those

projects which evidence the greatest potential for facilitating school

desegregation, new erant application procedures for-FY 73 required applica-

tions for State Title IV centers and general assistance centers

to provide evidence of requests from school districts for technical assistance
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and/or training relw.ed tofdesegregation problems. Appropriate staffing
in Bile JV projects is now encouraged through application ratings which give
more credit to proposals with staff experienced in deseercgation
assistance and represen,:ative in racial or ethnic composition of the
population to be served. Also, the new guidelines require school district
grantees, to employ an experienced advisory specialist who will have direct
and frequent access to the district superintendent. Although applications
also will receive favorable ratings for having organized plans for self-
evaluation, the Commission report's specific recommendation for independent
evaluations of all Title IV projects has not been implemented.

The Office of Education responded to the Commission report's criticism of the
policy of forbidding Title IV recipients from respondiag to court requests
for assistance by stressing that the program legislation only allows
technical assistance to be provided upon the request of a school district and
that previous assistance to courts had been provided in thrl absence of
clarification of the legislation. It also said that public. and private Institut-.
ions of higher education must receive equal and fair consideration in funding
decisions and that contractual obligations of Title IV recipients have been
enforced, resulting in termination of two State Education Agency contracts.
in FY 72.

()using and Planning Evaluation Studies:

The current evaluation being conducted under contract to OE will address
the major issues raised in the Commission's report. This evaluation will
assess the effectiveness, crf Title IV program regulations and guidelines,
describe the activities ond services provided by Title IV projects, and
assess the utility of Title 1V training and technical assistance as viewed
by the school district personnel receiving.assistance from Title IV projects.

The evaluation is being conducted under contract to the I;and Corporation.

Sources of Evaluation Data:

1. :MEW, Equal Educatiol Opportunities, WaAlini.ton. I'. C., 197f (0E-3V17).

vC. V. S. Commission on civil PighIs, Title IV and 5chool Der.e!.,regation:
A Study of a Neglected Federal Program, Washington, D. C,: V. S.
Government Printing Office, January 1973.
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3. Race Relations Information Center, Title IV of the 1964 Civil Rights

Act: A Iropram in Search of a Polka, Nashville, lenn. ,1970.

4. Washington Research Project, University Title IV Centers 1971 (Unpublished).

5. MEW, Review of the Set of Finding Developed by the Fducatlon Coalition

Concernine the Programs and Opernt!ons of the University Title IV Centers,

(Unpublished) , 1971.
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ANNUAL EVALUATION REPORT ON EDUCATION PROGRAMS

Program Name:

Dropout Prevention

Legislation:

Title VIII ESEA, Section 807

Section 107 P.L. 93-380

Expiration Date:

1978

Funding History: Year (FY) Authorization Appropriation

1969 $ 30,000,000 $ 5,000,000

1970 30,000,000 5,000,000

1971 30,000,000 10,000,000

1972 31,500,000 10,000,000

1973 33,000,000 10,000,000

1974 4,000,000 4,000,000

1975

Program Purpose and Operation:

The 1967 amendments to ESEA of 1965 established Title VIII, Section 807 to

develop and demonstrate educational practices which show promise in reducing

the number of children who fail to complete their elementary and secondary

education. Funds are granted to local educational agencies to carry out, in

schools with high dropout rates and with high percentages of students from

families with low-income, innovative
demonstration projects aimed at reducing

the dropout rate. The program was funded at $5 million beginning in FY 1969,

at $10 million in FY 71 and 72; in FY 73 the operating level was $7.5 million.

Nineteen projects and two one-year special projects have been Zunded since

the program began.

For the 1969.7.1970 period grants were awarded to ten school systems submitting

the most imaginative proposals for reducing the number of secondary education

students leaving school before graduating. For FY 1971 an additional nine

grants were awarded. Each of the funded projects must demonstrate ways for

reducing the dropout rates in their school systems as well as providing, insights

for possible replication of their projects in other school systems. For

FY 1973 nineteen were continued at $7.5 million. For FY 1974, nine remaining

projects were continued at $4 million.

Counseling services, staff training and curriculum or instructional revision

were common activities to all projects. Fifteen projects conducted work-study

or other vocational courses: four offered special services for pregnant students:

and five placed major emphasis on parental involvement. One project provided

a "Personal Development Center" in an off-school facility for holding informal
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sessions for students who were unable to relate to conventiozul instruction.

In each funded project independent audits of evaluation and management
designs were required for the purpose of determining the nature of manage-
ment and program practices of project personnel. Auditors' interim and
final reports, evaluation reports from each project, and the 'JSOE personnel
participation provide the basis for gaining insights into the operation and
progress of each project.

Program Scope and Effectiveness:

In FY 1974, nine projects were continued at a cost of $4,000,000. In addition,
ten projects previously funded and which were due to terminate in FY 1974 are
still in operation because of the release of $1.5 million in funds which were
impounded. The total number of student participants during the peak of the
program 1, estimated at 60,000. Total staff is estimated at 1,100. Data pro-
vided from the projects indicate that the dropout rate has been reduced in the
target schools. A current project validation effort is expected to provide
definitive data concerning the overall effectiveness of the program. Dropout
rates at the beginning of the program for the 19 projects ranged from a low
of 5% to a high of 60%. The dropout improvement rate is currently estimated
at a median gain of 46% for the 19 projects with a range of about 21% to 99%.

Information about the Dropout Prevention Program comes from two main sources:
(1) the Consolidated Program Information Report which provides data primarily
upon expenditures and program participation and (2) evaluation reports and
individual audits on each local project. The evidence from these reports in-
dicates that the Dropout Prevention Program is well-focused upon its target
population and that most projects have been effective in reducing the dropout
rate.

The Dropout Prevention Program has demonstrated that it is possible to reduce
the dropout rate significantly in schools and school systems which structure
themselves along an accointability model. Of the ten projects originally
funded in FY 1969, data shows a 45.3% reduction in number of dropouts during
a three year period for target groups. These trends are continuing. For nine
additional projects funded in FY 1971, the dropout rate went from 12.4% to
8.7% in two years. Recent evaluation reports support these results. The
Englewood, Colorado project reports that the dropout rate prior to institution
of the project was 15%. During the first year of the project it was reduced
to 5%. In the Fall River, Massachusetts project, the rate went from 15.2% to
10.7% in two years. They also report significant increases in reading achieve-
ment and self-concept, increased attendance, cooperative planning and decision-
making on the part of students, teachers and administrators and parent involve-
ment in decision-making. The Dayton, Ohio project reports that during the year
prior to the initial funding of the project, the dropout rate was 18.1%. This
year, the dropout rate for the target school was 7.7% but only 2.7% for the
students in the dropout program. In Seattle, the project reduced dropout rates
from 16.86% in the first year to 5.45% last year. Absenteeism dropped from
62.5% to 32%. At Riverton, Wyoming, the dropout rate has gone from 9.6% to 8.6%
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and an almost total absence of vandalism has been noted within the target pop-

ulation. At Oakland, California, Project MACK started with a dropout rate of

12%. The most recently reported rate was 6.5%. Class-cutting was reduced by

half and school attendance improved. The Detroit project achieved a decrease

of about 38% in the dropout rate during the four years of its existence.

Absenteeism decreased by 6% during the past year and expulsions declined by 6%.

In Baltimore, the average dropout rate for the public schools as a whole was

13.3%. At the target area for the dropout project, the rate was 12.8% and for

the project participants only 6.8%. Attendance improved and 76.1% showed

improvement in most achievement areas tested. At Tuskeegee, initial dropout

rates of more than 13%. are now close to zero because of a unique system of

use of parent-counselor aides as attendance officers and counselors.

Gains in dropout redUction are attributed to multi-component approaches which

include attempt to raise achievement levels in reading and mathematics, work-

study programs involving private industry and other agencies, staff training,

improved pupil personnel services, community involvement, and special classes

for students considered most dropout prone. Annual dropout project staff

leadership conferences have served to disseminate successful practices. A

handbook of practices found most useful in reducing dropout has been prepared

and is in publication.

Ongoing and Planned Evaluation Studies:

An overall program evaluation and dissemination activity is currently in

operation.

Sources of Evaluation Data:

1. FY 1973 reviews of the evaluation and audit reports from the

nineteen dropout prevention program -- OE.

2. Consolidated Program Information Report -- OE. (Study under auspices of LACES}

3. Final Evaluation Report, Project Outreach, August, 1972. -,..

4. Results of project validation activity currently in progress.
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ANNUAL EVALUATION REPORT OF EDUCATIONAL PROGRAMS

Program Name:

Teacher Corps Program

Expiration Date:

Part B-1 of the Education Professions FY 1979
Development Act (Title V of the Higher
Education Act of 1965 as amended (P.L. 89-329)
as amended))

Funding History: Year Authorization Appropriation

1966 $ 36,100,000 $ 9,500,000
1967 64,715,000 11,324,000

1968 33,000,000 13,500,000

1969 46,000,000 20,900,000

1970 80,000,000 21,737,000

1971 100,000,000 30,800,000

1972 .100,000,000 37,435,000

1973 37,500,000 37,500,000
1974 37,500,000 37,500,000

1975 37,500,000 37,500,000

Program Purpose and Operation:

The purposes of the Teacher Corps are (1) to strengthen the educational Oppor-
tunities available to children in areas having high concentr:tions of low-
income families, (2) to encourage colleges and universities to broaden their
programs of teacher preparation and (3) to encourage institutions of higher
education and local educational agencies to improve programs of training and
retraining for teachers and teacher aides. To achieve this,. the Teacher Corps

attracts and trains college graduates and upperclassmen to serve in teams under
experienced teachers; attracts volunteers to serve as part-time tutors or
full-time instructional assistants; attracts and trains educational personnel
to provide specialized training for juvenile delinquents, youth offenders, and

adult criminal offenders; and supports demonstration projects for retraining
experienced teachers and teacher aides serving in local educational agencies.
Typical participant activities involve academic work in .t college or university,
on the job training in schools, and participation in school Lelated community

projects. Typical program elements include flexible models cf teacher education
based on performance criteria, involvement with other college and university
departments outside the school of education, granting credit for the internship
period, and utilization of regular school staff and members of the community
in the teaching staff.

Program Sco pe:

During Fiscal Year 1974 the Teacher Corps had 94 projecta. These projects
operated in 15S school districts and in 93 Institutions cf higher education for
a total of 251. Of the 251, 111 were continuing and 140 were new starts. The

total participant level remained relatively the same as was for the previous
fiscal year (4500). Projects, through differentiated staffirg and individualized
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iwaructional activities, directly affected the learning experiences of.
approximately J25,000 children of whom 47,700 (37.8) were from families with
incomes below $3,000. Approximately 80 percent of these children were from
elementary schools. Teacher Corps projects impacted on special clientele
groups such as bilingual children (69 projects), Indian children (67 projects),
and children in training institutions (16 projects). Teacher Corps also ran
a special program whicu encouraged high school and collel;c students,'parents
and other community residents to serve as tutors or instructional-assistants
for children in disadvantaged areas.

Program Effectiveness:

A number of evaluation studies provide.information and insigh': about program
operation. For example, a survey of June, 1972 Teacher Corps graduates was
conducted by Teacher Corps in August, 1972. Seventy percent, or 900 of 1300
graduates respor'ed. About 570, or 63 percent,indicated that they would remain
in the field of education with 277. (240) of this group teaching in the school dis-
trict where they servee. as interns. 'Ten percent (90) of the interns had not
found teaching positions at the time of the survey.

In addition, the Comptroller General's Office issued a report to the Congress
in July, 1972, concerning the assessment of the Teacher Corps program made by
the General Accounting Office (GAO). The study consisted of a review of
Teacher Corps projects at seven institutions of higher educaC.on and the
respective participating local education agencies. Also, a questionnaire was
sent to all Corps members in the Nation who had completed their internships
in 1968 and 1969. A total of 550 responded to the questionnaire. The find-
ings and conclusions are grouped according to the two major program purposes
as follows:

1. Strengthening educational opportunities

The GAO found that the program strengthened the educational opportunities
for children of low-income families who attended schools where Corps mem-
bers were assigned. Corps members. provided more individualized instruc-
tion, used new teaching methods, and expanded classroom and extracurricular
activities. Most of the interns and team leaders believed that children
in the schools served by the program had benefited from it. The class-
room-assistance provided by interns made it possible for regular teachers
to devote more time to individualized instruction and make classes more
relevant to the needs of the children.

Some of the Teacher Corps approaches to educating children were continued
by the school districts after corps members completed -their assignments.
Other approaches were discontinued because the school districts either had
not determined their usefulness or did not have sufficient staff and
financial resources to carry them on. Corps members generally became in-
volved with various types of educational community activities which most
Corps.members believe had been of benefit to both children and adults.
Some believed, however, that the activities were of little or no benefit
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due to poor planning and ladk of community support. A majority of the

interns who gradna%ed from the program remained in the field of education.

Most of these interns took teaching positions in schools serving low-in-

come areas.

2. Broadening teacher-training _program

The CAO study indicates that the program had some success in broadening

teacher preparation programs at institutions of higher education. All

seven institutions made some changes in their regular teacher preparation

program as a result of the Teacher Corps. 'Five institutions developed a

special curriculum for the Teacher Corps; the other two used existing

courses. Most interns believed that their academic coureework was rele-

vant to their needy. The impact of the program was lessened, however,

because much of the special curriculum was not made available to non-

Teacher Corps students and because institutions had not identified teaching

approaches and techniques that would warrant inclusion in their regular

teacher preparation programs. The institutions that used existing courses

for Teacher Corps students did not determine the eff,tctiveness of these

courses in preparing Corps members to teach disadvantaged children.

Another relevant study is the Resource Management Corporation evaluation

of Teacher Corps during FY 72. This evaluation covered 70 projects having

2,490 interns. Sixty-three projects with approximately 1900 interns

responded to the survey instruments. The major conclusion drawn from this

study was that while the Teacher Corps projects had performed fairly well

in terms of operating within program
guidelines, thete were some

areas that stood out as meriting attention by program specialists: The

Academic training offered to interns, for example, was much more inflexible

than desired by the program staff. Only 31 percent of the total course-work

was open for negotiation by interns, with 69 percent required by the colleg

or project. This finding is considerably different from the 50-50 balance

established as a program goal. In addition, interns perceived a lack of

communication among groups within a project and cited this as the major

problem area for the program.

A further area of concern was in the level of involvement of many advisory

councils and of the community in general in project operations. One ex-

ample was that in 26 projects advisory councils met quarterly or semi-

annually. Finally, considerably more projects emphasized change in college

training programs as opposed to change in the school systems.

At least one analysis of a particular project -- the Louisville, Kentucky.

Cycle V Project -- offers further useful insight into prolram operations

and accomplishments. The major thrust of this project wan to strengthen

educational opportunities in inner-city schools by training 100 Teacher

Corps interns to become working partners on. facilitating teams. These

interns were an integral part of a ten-member teaching team employing_

humanistic learning processes, relevant curriculum and flexible educational

structures. The teaching staffs of six elementary schools were reassigned

as necessary so that these schools could be completely restructured around
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3 to 6 teaching teams each composed of one experienced coordinating
Leacher (team leader), another experienced teacher (staff teacher),four
Teacher Corps intc:ns, two paraprofessionals, and student teachers when
available. Each .team instructed approximately 100 children in an open
learning environment.

During the first year of the Cycle V Teacher Corps project, only 17% of
the elementary classes (grades 2-6) in project schools had an increase
of 0.7 year or more in the total reading achievement mean. But, in the
second year of the project this percentage had more than tripled to 54%
of the classes (grades) having an increase of 0.7 year or more. The per-
centage indicating a year or more of growth advanced from only 4% to 18%.

Other advantages resulting either totally or partially from Cycle V
Teacher Corps include:

1. A lowered pupil-teacher ratio by using differentiated staffing.

2. More creativity and innovation in the schools due to the wide.
range of backgrounds of Corpsmen.

3. Decreased vandalism and increased school attendance.

4. Communication improved at all levels of instruction.

5. Increased individualization of instruction.

6. Improved pupil attitude toward school and self-concepts
according to pre- and post-test data.

7. Increased special programs for children with special needs,
e,g., behavior modification classes, enrichment programs,
tutorial and remedial classes.

8. Involvement of parents in making curriculum decisions,

9. Training of teachers to use behavioral objectives.

10. Increased counseling services for pupils.

11. An expanding behavior modification program (Swinging Door) initiated by
Cycle V interns to encourage students to remain in the School System.

12. Development of a 10-year plan for spreading team teaching
and differentiated staffing in the District.

13. Neighborhood School Boards as an integral part of local
school decision-making.

14. Closer communication and cooperation between universities
and the School District.
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15. Establishment -)f cross-age tutoring.

Ongoing and Planned Evaluation Studies:

A major new study of the impact and effectiveness of Teacher Corps was begun

in July, 1972. This was a two phase comprehensive study which concentrated

attention and evaluation on measurement'of program performance in terms of the

ultimate student performance goal. Tire study focused on assessment and analysis

of the impact of the program as measured by three major dimensions -- insti-

tutional change, enhanced teaching skills and behaviors, and improved class-

room learning by studerts taught by Teacher Corps interns and graduates.

Twenty 6th cycle elementary school projects participated in the study. _Phase

1 of the study was completed in June 1974. PhaseII Wascompleted in

December 1974.

The objective of Phase I of the study was to identify and analyze those com-

binations of intern background characteristics and training program charac-

teristics that are related to desired teaching skills and attitudes of interns

at the end of their training (exit characteristics). Data were collected at

20 Sixth Cycle Teacher Corps projects. The 20 projects represent all of those

that prepared interns ah elementary school teachers during the period 1971-1975.

Data about the training program at each site were obtained by interviews with

and completed questionnaires from eleven role groups involved in each project,

e.g., team leaders, school principals, school superintendents, higher education

personnel, etc. Data about intern teaching characteristics were obtained from

a 50 percent stratified random sample of interns (sample N=369). All data

about the training programs for interns and the teaching characteristics of

interns were gathered in the spring of their second year of teaching. No com-

parisons were made with comparable groups of teachers in Lon-Teacher Corps

training programs.

Information about the teaching characteristics of interns was gathered in several

ways. Each intern was observed three times by an individual trained in the use

of classroom observatio..,. instruments. To complement the classroom observations, .

each intern completed a log of his/her professional activities over one week's

time. An interview wit). the intern about activities in the log provided infor-

mation on how interns prepared lessons, diagnosed pupil needs, and evaluated

pupil performance. Additional information was gathered from interns and their

team leader by means of several questionnaires.

The conclusions drawn from Phase I of this study are:

1. Background characteristics, and training program characteristics

were not good predictors of an intern's'Oxit teaching skills and

attitudes:

2. To the extent that intern background characteristics and Teacher

Corps training program characteristics are related to intern exit

teaching skills and attitudes, it is the Teacher Corps training
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progr:Im rathvr than intern's background characteristics that

are most closely associated with his exit teaching skills and

attitudes;

3. The training program characteristics most closely associated with

intern exit teaching skills and attitudes are:

a. the pattcrn of collaborative decision making;

b. the degree of program integration, e.g., follow-up

of course-vork in public school setting;

c. the degree of personalization of the program far

interns; and

d. the community component for interns.

4. The extent that teacher competencies were specified aLAI used by the

project was not closely related to any intern exit teaching skill.

Other aspects of competency-based teacher education, however, were

among the best predictors of intern exit teaching skills. These

aspects include collaborative decision making and the personalization

of the program for interns; and

5. _For Black, Chicano, or White interns studied separately, there were

discernible patterns of relationship between intern background charac-

teristics, Teacher Corps training program characteristics, and intern

exit teaching skills and attitudes. For example, the community com-

ponent of the training program for Chicano and White interns was

directly related to the ability of these interns to communicate effec-

tively with pupils. Such a relationship did not hold for Black interns.

Source of Evaluation Data:

1. Annual operational data collected by the Teacher Corps Program.

2. United States Orfice of Education telephone survey of Teacher

Corps graduates who completed programs in June, 1972.

3. Assessment of the Teacher Corps Program -- Report to the Congress

by The Comptroller General of the United States, July 14, 1972.

4. Full-Scale Implementation of a Process Evaluation System for Programs

of the National Center for the Improvement of Educational Systems

(formerly BEPD) by Resource Management Corporation, December 1, 1972.

5. Louisville, Kenuckv Cycle V. Teacher Corps Project -- A Process

Evaluation, Jun.:, 1971.

6. A Study of Teacher Training_At Sixth Cycle Teacher Corps Projects

by Pacific Training and Technical Assistance, Berkeley, January, 1974.
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7. Reform and Organlzntional Survival: The Teacher Corps as an
Instrument of Educational Change by Ronald G. Corwin, John Wiley
and Sons, 1973.
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ANNUAL EYALUATION REPORT ON EDUCATION.PROCRAMS

Program Name:

Supplementary Educational Centers
Counseling, and Testing

Legislation:

Title III of the Elementary and
Secondary Act of 1965, as amended

and Services; Guidance,

Expiration Date:

September 30, 1978

funding History: Year: Authorization* Auropriation

1966 $ 100,000,000 $ 75,000,000
1967 180,250,000 135,000,000
1968 515,000,000 187,876,000
1969 527,875,000 164,876,000
1970 566,500,000 116,393,000
1971 . 566,500,000 143,393,000
1972 592,250,000 . -146,393,000
1973 623,150,000 146,393,000 .

1974 623,150,000 146,393,000
1975 623,150,000 120,000,600

Program Purpose and Operation:

Title III provides funds to support local educational projects designed to:

(1) develop exemplary. educational programs to serve as models for regular
school programs and (2) assist the States in establishing and maintain-
ing programs of guidance, counseling, and testing. Under Title III
legislation, an innovative project is defined as one which offers
a new approach to the geographical area and is designed to demonstrate a
solution to a specific need, and an exemplary project is one whiCh has
proven to be successful, worthy of replication and one that can serve
as a model for other school systems.

* An amount of 3 percent of finds appropriated is authorized for
allotment to outlying areas, to schools operated by the Bureau
of Indian Affairs and to overseas dependent-schools operated
by the Department of Defense.
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The underlying rationale for Title III has been attributed to the
Task Force on Education, appointed by the President in the summer
of 1964. The Task Force believed that substantial educational
change had failed to take place not because of scarcity of new
ideas and programs, but because the effort to innovate and the
mechanisms to disseminate innovative ideas had been on a scale far
below the actual need. Title III, through its direct support for
innovation, was intended to help meet that need.

Since FY 1971 the states have been responsible for administering 85
percent of the Title II1 funds by awarding grants to local school
districts. Under this State Plan portion of Title III; states qualify
for funding by submitting an annual'State Plan to the U.S. Commissioner
of Education for approval. Funds are then allocated on the basis of a
population formula. The only restrictions on the use of the State-
administered funds are: (1) 15 percent must he used for projects for
the handicapped, and (2) expenditures for guidance, counseling,%and
testing purposes must be equal to at least 50 percent of the amount
expended by each State from funds appropriated for.fiscal year 1970 for
Title V-A of the National Defense Education .Act.

The remaining 15 percent of Title III funds, under Secticn 306,
'administered by the Commissioner of Education. These discretionary
funds also support local school projects, with awards based on the.
potential contribution to the solution of critical educational problems
common to all or several States.

The Office of EducatiOn has attempted to foster more dissemination

and replication of exemplary projects through: (1) the "Identification,
Validation, Dissemination" strategy, (2) the development of a national
diffusion network, and (3) the packaging of projects for installation
and replication in other school districts. The "Identification,.
Validation, Dissemination" strategy (IVD) uses four critcria--innovative-
ness, effectiveness, exportability, and cost effectiveness--to determine

the success of Title III projects. Validated projects become part of
a pool of exemplary projects for dissemination to other school districts.
The IVD stragegy has resulted in 191 validated projects: 107 in FY 1973
and 84 in FY 1974. Twenty-nine Title III projects, identified and
validated by this process have been cleared by the Office of Education
Dissemination Review Panel for nationwide dissemination.
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Under Section 306 a national diffusion network became operational in FY 1974
with the :sward. of approximately 87 grants. Thirty-three local school districts
that had developed a successful program received funds to assist interested
school distrcits in implementing the programs. Grants were also awarded to

54 additional districts to operate as facilitators - assisting districts in
their states in the process of selecting a suitable program for adoption and
acquiring assistance in implementing the program adopted. The overall purpose
of the network is to assure the adoption of the most successful programs of
the Office of Education by supporting efforts across State lines, in a short
period of time, and at a fraction of the initial development cost.

FY 1974 Section 306 funds supported yet another replication effort through
awarding grants to 17 school districts for the replication and installation of
six "packaged" educational approaches. The approaches are packaged in such a
way that all essential components and implementation guidelines are suffiently
detailed to enable school districts to replicate the total educational approach.
Fifty-three schools in eleven states began implementing the exemplary programs
in the 1974-75 school year.

Program Scope:

In the State Plan portion (85%) of Title III 1703 demonstration projects
that involved 7.3 million students directly and 12.4 million students
indirectly were funded in FY 1972. In FY 1973, over 1,600 demonstration
projects that involved 7.0 million students were funded. Information on
FY 1974 is not yet available.

In the federal discretionary portion (15%) of Title III, 630 demonstration
projects were funded in FY 1972. In FY 1913, 841 projects were funded,
of which 451 were continuations and 390 were new projects. Most of the new
projects funded in FY 1973 were concerned with reading readiness (355).
The remainder focused on educational technology (24), projects for the
handicapped (8) or national dissemination (3). In FY. 1974, the emphasis
of Section 306 grants' (the discretionary portion of Title III) was placed
on the dissemination and.diffusion of successful educational programs and
practices in areas of national concern. Of the 239 grants awarded in
FY 1974, approximately 207 were awarded for this purpose; 32 were
continuations.

Program Effectiveness
.

Because both the discretionary and State Plan portions of Title III
fund diverse types of prOgrnms with a variety of goals, some cognitive
and some not, it is not possible to assess overall program effectiveness
in terms of students' achievement only. Studies which have been performed
concentrate on assessing Title III's effectiveness as a demonstration
program; that is, on whether projects are innovative; whether they continue
after theusual three-year federal funding period, and whether they are
disseminated to and replicated by other schools and diittfcts. Although
the data addressing these points is scanty, the evidence available suggests
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that the State plan portion of Title III has been moderately successful in
these aspects. Because Title Ill discretionary funds have only been available
since FY 71, it is too soon to ascertain the extent of continuation of the
projects. The importance of the innovative aspect of Title Ill is a concern
of most groups associated with this program. Concern has been expressed that
the program may be emphasizing services rather than innovation, and the
President's National Advisory Council (Annual Report, 1969) reported that the
original emphasis on innovative and creative programs was losing ground. Kearns
(1969) substantiated that point of view. In later reviews, the President's
National Advisory Council (Annual Report, 1971, 1972, 1973) found the record
more encouraging on the basis of selected projects, but they recommended
changing the title to "Title III-Innovation in Education" to bring this major
thrust to the fore.

Aspects of the continuation question have been explored in early years

by Hearn (1969) and Polemeni (1969), however, the most recent and most

thorough examination of this issue was done by Brightman (1971). Ee studied

projects funded between 1966-1969, 1967-1970, and 1968-1971 and---found that

64.4% of the projects in the first group was being continued at least in

part, 67.0% of the projects in the second group, and 76.C% of the projects in

the third group--t0.e average figure for all three groups was 67.1%. Further-

more, he found that for all three-year projects which continued for some time

after federal funding, 80.0% of the first grobp, S4.4% of the second group

and 73.7% of the third group were in existence in the Fail of 1971. These

data are summarized in the following table.

Time Interval

,Percent of Projects
Continued for Some
Time After Federal
Fundinz Ceased

Percent of Those Projects

In Column 1 in Existence
In the Fall of 1971

1966-1969 64.4%
40.0%

1967 -1970 67.0% 80./4

1968-1971 76.0% 73.7%

Average 67.1% 79.2%

Whether or not Title III projects'have served as models which other

schools or districts have adopted fully or in part has been a difficult

question for researchers to answer because project people oftentimes

do not know whether or not interested parties have in fact been able

to replicate their Title III projects. Brightman (1971) found that when

school' superintendents were
asked if their projects had been adopted in

full by other school districts, 144% answered "YES", 53.0% answered

"NO", and 32.2% were uncertain. When asked if the projects had been

adopted in part by the other school distri'!ts, 45.4% answered "YES",

13.3% answered "NO", while a surprising 41.0% were uncertain. These

figures represent superintendents' opinions, which are probably based

in most cases on an expression of intent from other districts. No

attempt, was made in this study to verify that projects had, in fact,

been adopted elsewhere in full or in part.

2 4 3
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Ongoinp, and Planned Eveiluation Studies:

1. A Study of Chance Agent Programs

The Office of Education has contracted with the Rand Corporation
to perform a two year evaluation of Title III (both the federal
and state portion) along with three other OE demonstration programs.
The first year of this study is nearing completion. }land has

analyzed survey data collected by a national sample cf 289 projects
in 18 states and has summarized the results of 30 case studies in
25 school districts. These data will be combined and synthesized
with data collected on federal programs management. The final

report was completed in April 1975.

The second year of the study will collect data on projects whose
federal funding has expired to assess the extent of cOntinuation.
The final report of the second year's work is expected in the
winter of 1976.

2. Evaluation of the Field Test of Project Information Packages

The Office of Education has contracted with Stanford Research
Institute to conduct an evaluation of the replication of packaged
educational programs. The purpose of the study is to determine the
viability of replicating exemplary education programs via an
exportable package. Seventeen school districts that have received
ESA Title III Section 306 funds to implement a packaged approach
are participating in the study. The study is to take place
over two year period. The first year of the evaluation will
focus on the installation and operation of the packaged educational
approaches while the focus for the second year of the evaluation

will be the impact of the projects on student achievement.
Preliminary results are expected in the summer of 1975 while the
final report of the field test evaluation is expected in the fall
of 1976.
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S'ylrcel of EviNation Data:

1. Catalyst for Chang ": A National Study of ESEA Title III
PACE : University of Kentucky, 1967.

2 PACE: Catalyst for Change, The Second National Study of
University of Kentucky, 1968.

3. Hearn, Norman. Innovative E' irrational Programs: A Studv
of the Infl'!en-_.e of Selecte,i 11,1r11Ple5 Urnn Their Con-
tinuation 4'H1%:in;, Ter7,,inotion of Three Year Title
III Cr:int.:1. 1969.

4. Kearns, Doris. "The Growth and Development of Title III,
ESEA, Education Technology, May, 1969, pp. 714.

5 Polemeni, Anthony J. A Study of Title III Projects,
ElementarY and Se":erriry Ed.loation Act of 1q6- (P.L. 83-531

n,r Periods. April, 1969.8 -10 A fter tee Ao rovei Lir.° a.

6. Norman, Douglas and Balyeat, Ralph. "Whither ESEA III?"
Phi Delta Kappan, November, 1973.

7. President's National Advisory Council on Supplementary
Centers and Services. PACE. Transition of a Conceal,
First Annual Report. 1969.

8. The Rocky Road Called Innovation. Second
Annual Report, 1970.

9. Educational Reform Through Innovation_,
Third Annual Report, 1971.

10. Time for a Progress Report_ Fourth Annual
Report, 1972.

11. Annual Report, ESEA Title III, Fifth Annual
Report, 1973.

12. Annual. Report, ESEA Title III, Fifth Annual
Report, 1974.

13. Innovation in Education, bimonthly reports

14. Consolidated Program Information Reports (Office of
Education reporting form for program data). (Study under auspices of NOES)

15. Annual State Reports, ESEA Title III.
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